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ABSTRACT
The Problem
This study was begun primarily because of the investigator's concern
with the lack of success of many inner-city high school English teachers
in teaching grade-level literature to black and Spanish speaking students.
Large numbers of these culturally different students are homogeneously
grouped as low achievers. In place of grade-level literature, they are
taught with inferior reading materials. This discriminates against them
because inferior materials do not prepare them to take standardized tests,
nor do they prepare them for possible entry into college.
A search of the literature did not disclose any serious attempt at
solving this problem on a large scale. The literature indicates that
state, local, and federally funded language arts programs have chiefly
featured heavy reading remediation by using inferior materials in disre-
gard of the capabilities and potentials of many students. This study
recommends an investigation into why compensatory programs for "capable"
low achievers in high school have not been developed.
Procedure
The study is mainly developmental. It offers a definitive strategy
for successfully teaching such representative
"classics'’ as Hamlet, A Tale
°Owo_Cities, Sil as Manner
, and "My Last Duchess" to students reading as
much as three years below grade level but who are nevertheless normally
intelligent. Using Shakespeare's Ham]et as exemplar, the study combines a
prose adaptation of Hamlet with a student learning plan to develop a teach-
ing model for teachers to use to successfully teach grade-level literature
to low achievers.
Conclusions
This study provides evidence tending to support the following con
elusions, subject to the limitations of the study:
1. That many teachers show a general reluctance to teach
grade-level literature to culturally different low
achievers.
2. That grade-level 1 iterature--the classics or its
equivalent--can be taught to low achievers without
inferior substitutions, if the teaching strategies
are effective.
3. That many homogeneously grouped low achievers can be
taught college preparatory subject matter and to pass
standardized examinations.
4. That classical works of literature can be adapted to
the understanding of low achievers who read no more
than three years below grade level.
5. That the Hamlet adaptation and learning plan is an
effective model in teaching grade-level literature
lx
to low achievers.
6. That with effective teaching strategies negative teacher
attitudes and low expectations can change for the better.
Recommendations
Recommendations that can be made as a result of this study are as
follows:
1. That the Hamlet model be used in high school English
classes of culturally different low achievers, and that
the results be compared with results achieved in "control"
classes.
2. That school administrators of inner-city high schools
urge English teachers to use the performance-based Hamlet
model as an innovative way of involving students in grade-
level literature.
3. That the merits of the adaptation be strongly considered
by teacher-training programs of students who intend to
teach English in urban schools.
4. That whenever the adaptation and learning plan succeed
in improving the reading abilities of students, English
teachers, guidance counselors, and other screening per-
sonnel should re-evaluate those students to determine
whether or not they actually belong in a class for low
achievers.
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CHAPTER I
INTRODUCTION
The Problem
Public schools in most major cities throughout the United States
are failing to educate a high per cent of minority students, chiefly
black and Spanish speaking children. In such cities as Mew York,
Baltimore, Boston, Cleveland, Detroit, St. Louis, Chicago, Kansas City,
Denver, and Los Angeles, high school dropout rates, absenteeism, failure
to graduate, and rate of failure to achieve well academically are
excessively high for minority students. They far exceed comparable
figures for white students. These deplorable circumstances are such
common knowledge as to hardly require documentation.
This investigator, nevertheless, will document the problem using
the New York City public school system as the exemplar. In some ways,
the New York City system is unique. The largest in the nation, its
local teachers union, the United Federation of Teachers, is the
strongest in the country and exerts much influence over the workings
of the system. Unlike other city systems which use state certification,
licensing of teachers for New York City schools is done locally by a
Board of Examiners. The fact of a local licensing examination, of
itself, tends to keep tl.e system staffed chiefly with personnel who
are products of the system. Also, New York City has experienced a
massive confrontation between teachers and minority groups during the
three successive teachers strikes in the fall of 1968, the affects of
which continue to linger. The confrontation polarized the city and
2exacerbated tensions between the city's ethnic groups. The differences
between New York's and other large city systems, however, are slight
compared to the basic problems shared in common with respect to the
failure to educate a large per cent of low-income minority students
who are culturally different from middle-class whites for whom most
public school systems were designed to serve.
The term culturally different" is used in this study to remove
the usual emphasis on ethnic groupings when referring to the problems
of inner-city students. This investigator takes the position that
in academic achievement cannot be ascribed to membership in
any particular ethnic group. No proof exists that differences in
academic achievement is caused by or is due to the ethnic origins of
the students. Differences that currently exist are due, rather, to
cul tural differences, which, of course, are created by many other cir-
cumstances, both positive and negative. "Culturally different,"
therefore, is a more descriptive term than ethnic designations.
New York City's culturally different students, as of 1972, made up
62 per cent of the total pupil population, of which 35.1 per cent
were Black and 26.9 per cent were Spanish speaking. Of the system's
55,242 teachers, 88.7 per cent were white, and overwhelmingly Jewish,
most of whom were either of the middle class or had middle class values
and aspirations.^ The term "culturally different" therefore also
emphasizes the differences between the cultural backgrounds of the
^Editorial, "A Black Plurality," New York Times
,
October 28, 1973,
sec. E, p. 6.
3teachers and those of the majority of the students, which is part of
the educational problem.
Moreover, circumstances within the system tend to maintain
cultural differences rather than to lessen them, or to encourage bi-
culturalism. Contributing to the maintenance of cultural differences
is the fact that many schools are segregated ethnically and by national
origin. Moreover, this investigator, as well as most tenured New York
City teachers, knows that teachers in segregated schools are largely
beginning teachers, or teachers not wanted in other schools from which,
in effect, they have been forcibly transferred. This does not, of
course, pertain to all of the teachers in segregated schools. Some
prefer to teach culturally different students, but they are relatively
few. The majority of teachers, as soon as possible, transfer to
positions in middle-class schools that are predominantly white. They
can do this under their teachers contract in New York City after their
initial five years. Generally speaking, middle-class schools have the
more experienced teachers; schools with culturally different students
have less experienced teachers. This amounts to a seniority assignment
practice, and it discriminates against inner-city students.
"Redesign," a State Department of Education Report for 1971,
issued the following about the assignment of teachers in New York City
schools:
In the elementary grades, teachers in schools with less than
20 per cent black student body average 10.7 years of experience,
while those in schools that are more than 80 per cent black have
on the average only 7.8 years of teaching. There is a 12.5 per
cent difference in the percentages of nontenured teachers be-
tween the schools with the lowest and highest proportions of
: 4
black students, and a difference of more than 15 Der rpnt- nfthe percentage of teachers with master's degrees The con
withShP ^ ^
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^
ary grades is even more marked. Schoolsh the least number of black students have the teachers
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^
classroom experience and far fewer nontenured
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Predominantly black schools the oppositeolds true. The greatest disparity, however, is in the
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th M - A :' S: in Schools more tha "r cent blac , t is degree is held by less than a thirdof the teachers, wherein the schools with the fewest blackstudents it is held by almost half. 2
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From personal experience, this investigator can attest to the fact
that some of the aggressive actions and negative tendencies of New York
City's culturally different students are a direct result of the in-
effectiveness of teachers assigned to their schools. When students,
of whatever cultural background, recognize that their teachers cannot
or will not help them to do their best and cannot or will not help them
to improve their skills, they find their school experience painful.
They often fail in their classes, and this causes frustration and even
physical acting out of anger.
Hummel and Nagle mention thirteen student assaults in one week on
teachers in a Bronx junior high school where 96 per cent of the students
were either Black or Puerto Rican. As a result, 79 teachers resigned
but were later persuaded to return three days later. 3 The authors
claim that "everyday, somewhere in New York City's public school system,
at least one teacher is shoved or struck by recalcitrant students;
2
"Redesign," Annual Report, 1970-71 (Albany: State Education
Department, 1971), pp. 19-20.
3
Raymond Hummel and John Nagle, Urban Education in America (New
York: Oxford University Press, 1973), p. 7.
5uncounted others are cursed and threatened with beating." 4 One does
not minimize the reports of violence in inner-city schools; however,
the fact of the matter is that acts of violence might decrease greatly
if more experienced inner-city teachers would prefer to remain in
inner-city schools of difficulty rather than to exercise their UFT
option of transferring after five years of service to schools where
students are more middle-class and more manageable.
Another way in which inner-city schools maintain cultural differ-
ences is the system of "tracking" that often begins in elementary
schools. In most instances, first grade students are tracked by read-
ing scores; yet many, who have not yet learned to read, are often
tracked by other means. The Fleischrnann Report has the following to
say about the tracking of students in the New York City school system:
In New York City children are sorted into tracks as early
as the first grade, based on inadequate, if not discrim-
inatory, achievement tests. That ability grouping is
common as early as the elementary school is evidenced by
the 1969 United Federation of Teachers (UFT) contractual
agreement with the Board of Education 5
The Fleischrnann Commission uses the word "victimized" to describe what
happens to students who are tracked. It states also that
...the self-fulfilling prophesy is realized. A child is
identified as having a learning deficiency, teachers
accept the diagnosis and treat the child as deficient;
4 Ibid .
Fannie Fleischrnann, Chr., Report of the New York State Commission
on the Quality , Cost and Financing of Elementary and Secondary Education
(A1 bany: New~York State Commission, 1972), I
,
p. 4.34. Hereafter, this
work will be referred to in the study and in the footnotes by its more
common name The Fleischrnann Report
,
which is' in three volumes.
6To lump students together conceptually on little more than a test
score or a teacher's notion of a student's ability is harmful. Such
stereotyping contributes much to the failure of inner-city students.
Ellen Lurie, commenting upon the tracking system in New York City
schools, says that
s
^
uc*ents are classified wrongly anyway Thev arp nntdivided according to ability to lea!n but! rather! according
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eceives e9 ual treatment in the. B t the children who are assigned the "top" classes
receive the more experienced teachers and are taught a more
enriched and varied curriculum. The Board states that itdoes not discriminate among children. But any visitor to a
racially mixed school will soon find that the Black and
Puerto Rican children have been assigned the "slow" classes
and that the majority of the students in the "bright" classes
are whi te
.
/
The last point in the above is verified by a report in the New York
Times:
A tradition in the City's public schools of having separate
classes for bright students and for "slow" students is
resulting in repeated situations in which pupils walk through
the doors of schools that are outwardly desegregated only to
find themselves in racially imbalanced classrooms.®
6
Ibid.
7
Ellen Lurie, Mow to Change the School s (New York: Vintaqe Book
Company, 1970), pp. 47-48.
8Gene Maeroff, "Bright-and-Slow Classes ‘Resulting in Segregation,"
in New York Times
, May 22, 1974, p. 1C.
7The effects of academic achievement grouping is not readily apparent
in schools where students are predominantly of the same race. 9 The
same report quotes Matthew Schwartz, principal of Public School 179
in Queens:
Where there has been homogeneous grouping in racially mixed
situations, the poorer kids, because of the devastation of
poverty, always tend to wind up in the slow classes. And,
in New York, our poor are usually our Blacks and Hispanics.^ 9
In the high schools of New York City and throughout the State of
New York, students in "academic" tracks take the State Regents Examina-
tion in their senior year. Upon passing, they receive an "academic"
diploma. This general diploma presented great difficulty to those who
wished to enter a college or university. The Fleischmann Cormiission
has recommended that the general track in high schools and the dis-
tinction between Regents and non-Regents courses be abolished. The
Commission based its recommendation on:
1. Students who follow the general curriculum graduate
from high school with neither the skills to continue
their education nor occupational training of any kind.
2. Most dropouts are general
-curricul urn students.
3. The general or non-Regents track, in addition to
being too broad, is also an avenue into which minor-
• ity-grouped students and low achievers are sometimes
channeled, often without regard to their talents or
interests. *
9 Ibid
.
1° Ibid
., p. 24C.
^ Fleischmann Report
,
II, p. 7.6.
8
Table 1 shows the percentage of students graduating from academic
high schools in proportion to the percentage of minority students
enrolled. The higher the percentage of minority students, the lower
the percentage who were granted diplomas of any kind. The type of
diploma granted by schools with a predominantly minority enrollment was
overwhelmingly the "general" diploma. The Fleischmann Commission
stated that most students in general tracks are minority persons who
are "typically subjected to uninspired courses and teachers and receive
neither sufficient preparation for college nor sufficient occupational
1
2
training to be attractive to prospective employers."
Table 1 also indicates that failure to graduate at all or the
attainment of only a general diploma, is closely related to ability to
read. Students who do not meet grade level reading criteria are
generally channeled into low tracks. Some students are correctly put
into special reading classes. However, most students are not taught
by reading specialists. Many of the English teachers assigned to
special reading classes have never taken a course in reading. Most
such teachers do an inadequate job of attempting to teach it. Students
reading skills seldom show improvement, and their classification as
“low-achievers" is seemingly confirmed.
Ellen Lurie offers her findings on why culturally different
students in New York City public schools do not generally read on grade
level or above. She says:
We know our children are smart. We have watched them learn
how to walk and talk. We have been amazed at how quickly
they learn to climb trees without falling, skip rope without
^ 2 Ibid
.
,
p. 7.4.
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One might debate Ellen Lurie's reasons for the reading failure in
New York City schools. But that the reading failure is of tremendous
proportions is well documented.
According to the latest tests given in the spring of 1972
™ only 25 per cent of the grade schools and 15 per cent
’
o the junior high schools were half or more of the students
reading at or above grade level, and these schools were all
in districts that are predominantly white. In 1971, the lastyear for which the total figures are available, 66 per cent of
the City s pupils were reading below grade.
^
Dr. Kenneth Clark obviously believes that racist attitudes on the
part of teachers contribute substantially to the failure to read of a
high percentage of culturally different students, as indicated by this
quote from the New York Times:
Kenneth Clark charged that the failure of the City's minority-
group children to learn is "directly a function of the fact
that these children are not being taught, and they're not
being taught because they're not respected as human beings--
they're regarded as sub-humans, as non-educables. They are
13Lurie, How to Change the Schools
, p. 47.
^Leonard Buder, "Decline Continues in Reading Ability of Pupils
in City," in New York Times
,
November 19, 1972, sec. 1, pp. 1, 76L.
11
expected to fail
They do fail. Figure 1 documents the fact that most students in
New York City schools who read below grade level are the Black and
Puerto Rican minority students and that most who read above grade level
are the white students. According to the Fleischmann Commission, the
following chart for 1971 plots "each school (one dot = one school) that
had a sixth grade class by the sixth grade's reading achievement (as
measured by the mean score for each school on the Metropolitan Achieve-
ment Test) against the percentage of White-Anglo children in the
school
.
The high school dropout rate remains high among all students, and
particularly for culturally different peoples. The dropout rate in
New York City among culturally different school students has been high
compared to students in suburban areas.
Dropout rates between the 9th and 12th grades were 48.9
- per cent for black students and 55.2 per cent for Spanish-
surnamed students. Only 55 per cent of all 9th graders in
New York City were graduated from high school four years
later, in 1970-71. By contrast, in Nassau, Rockland, and
Westchester Counties, 90 per cent of the students enrolled
in the 9th grade graduated from high school four years
later. 17
On a nationwide basis, during 1970-71, one finds that the dropout
statistics for culturally different high school students are the same
as in New York City, as indicated in Table 2.
1
^Kenneth Clark, as cited by Iver Peterson, New York Times ,
December 3, 1972, sec. L, p. 109.
l^Fleischmann Report
,
III, p. 12A.2.
17F1eischmann Report
,
I, pp. 1.41-42.
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Along with such cities as Los Angeles, El Paso, and Miami, New York
has a large number of students whose native language is not English.
Puerto Rican students numbered 94,800 in 1970. Bilingual teachers and
English As a Second Language programs are few. Many foreign language
students drop out of school as early as possible to avoid the frustra-
tions of not learning.
It is suspected, however, that many so-called dropouts are actually
"pushouts." Presently, the Department of Health, Education and Welfare
is collecting data from twenty such cities as New York, Newark, Houston,
Cleveland, and St. Louis to determine reasons for the disproportionate
number of children from minority groups who are expelled or suspended
from public schools. The data from New York City show that of 19,518
pupils suspended in the 1972-73 school year, 16,780 were minority students.
This number represented 85.9 per cent of all students suspended for the
year.
18
Suspensions and expulsions are major reasons why many culturally
different students never return to school. Rightly or wrongly, they
feel that the system has pushed them out. The pushout problem was at
first thought by HEW to have been a Southern one, but the researchers
found that suspensions and expulsions increased as Northern school
systems became increasingly black. Indeed, it should be noted that
many Northern school districts adopted suspension and expulsion policies
only after the influx of black students. 19
1
8
Paul Delaney, "'Pushouts' Inquiry," in New York Times
,
May 22,
1974, sec. C, p. 1C. t
19
Ibid
.
,
p. 24C.
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The unfortunate conditions and circumstances touched on as con-
tributing to the failure of culturally different students are closely
related, without a doubt, to language, to ability to read, and to what
happens in high school English classes. The latter is the focus of this
investigator who draws on his experience of twenty-three years as a class-
room English teacher. The investigator is especially concerned with those
culturally different students in inner-city schools who are Black and who
have been labelled "low achievers" and placed in non-college bound, low
tracks.
Typically, these students are not taught the same literature as
students in the same grades in high or academic tracks. They are not
prepared, therefore, to answer questions on the annual statewide English
Regents Examination. Each year, it contains several categories of ques-
tions about the works of William Shakespeare, Edgar Allan Poe, Homer, and
other English, American, or foreign writers considered "classical" by high
school English teachers. Contrary to the notions of many teachers, large
numbers of culturally different students in low tracks are well aware of
the types of questions on the English Regents Examination, and painfully
aware that they are considered "too dumb" to be taught the grade-level
literature on which the questions are based. They therefore do not take
the Regents Examinations and other standardized tests. For many years,
those who did not drop out graduated with general diplomas, virtually
worthless in acquiring gainful employment, or applying for admission to
most colleges and universities.
What is worse, culturally different students in low tracks are given
materials that are quite inferior from a literary viewpoint. Such reading
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matter as Ali ke But Different (Go! try). Stories for the Inner-City
(Ashcom), Ho t Rod (Felsen), and Freedom Road (Fast) may serve to enhance
somewhat the self-concept values of culturally different low achievers.
It does not, however, give them the literate base to develop language
skills and language appreciation.
Unlike classical literature that abounds in sentence variety, fig-
urative language, and comes in various forms and styles, the inferior
literature for low achievers is simplistic and is almost always familiar
to the students in its content of so-called "urban relevancy."
As an inner-city high school English teacher, this investigator can
attest to the fact that the simplistic style and familiar subject matter
of inferior literature does not furnish culturally different low achievers
with outstanding examples of the complex sentence, the compound-complex
sentence, the simile, or the metaphor. Low achievers are not taught, as
regular students are taught, to recognize a variety of language patterns
and literary forms. They are not usually taught to differentiate between
the literary styles and the diverse subject matter of various American and
foreign authors. In other words, the inferior literature which culturally
different low achievers are forced to study, particularly when they are
homogeneously grouped, does not prepare them effectively for college or
for job acceptance. Teachers of culturally different students would do
well to avoid the use of inferior literature. They would do well to
teach grade-level literature with strategies that complement the learning
styles of low achievers.
From both a psychological point of view and a concern for providing
qua! ity literary works, the curriculum could be changed for these students.
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There is a considerable body of Black literature of high quality that
would be more relevant to the lives of these students, and encourage an
appreciation for language and literary forms. I refer to such works as
Notes of a Native Son (Baldwin), The Autobiography of Malcolm-X (Haley),
Manchild in the Promised Land (Brown), Invisible Man (Ellison), Bronze-
ville Boys and Girls (Brooks), Soul on Ice (Cleaver), Black Folktales
(Lester), and Ameri can Negro Short Stories (Clarke). The teacher of
Black literature can teach with pride the Afro-American experiences in
literature, because such works are well written and are significant to
American life. They can be used as realistically and as interestingly
as traditional works to educate students, both black and white.
The above strategy is not a call for instituting Black Studies.
Rather, it reflects a concern for giving culturally different students in
low tracks an experience of quality literature instead of the inferior
reading materials sometimes foisted on them. Indeed, this investigator
is- in favor of introducing such works into the curriculum; however, he
despairs that high schools in inner-cities throughout the nation will
soon introduce them.
With respect to New York City high schools in particular, they will
continue to be governed by the state-wide English Regents Examinations.
State-wide standards are especially difficult to change. There are also
the pedagogical habits, mind sets, and interests of English teachers to
take into consideration. Studies indicate that English teachers continue
to devote most of their time to literature. A National Study of High
School Programs was conducted from 1963 to 1966. The project was spon-
sored by the National Council of Teachers of English and the English and
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educational faculties of the University of Illinois. It examined more
than 1600 classes in English in 158 high schools in 45 states to deter-
mine the nature of English programs throughout the nation. The summary
reported on 32,580 minutes of classroom observation in 1,609 classes in
116 schools. The summary showed that the teaching of literature in high
schools is emphasized 52.2 per cent of the time. Literature receives
more teacher time than a combination of all other aspects of English.
Language receives only 13.5 per cent, composition, 15.7 per cent, and
other aspects of English receive less teacher time. 20 Figure 2 does not
indicate specifically the amount of time the teachers in the report spent
teaching literature to culturally different low achievers; however, the
editors of the reports did state that "...it is worth noting that litera-
ture receives less empnasis in terminal (non-college bound) classes than
in classes as a whole." This statement by the editors clearly indicates
that low achievers, many of whom can be successfully trained for higher
education, are not being taught as thoroughly as they should for college
entrance.
Moreover, among chairmen of English departments, literary works
traditionally taught in high schools, continue to be favored. Table 3
shows that the first three works in popularity with them are Macbeth
,
Caesar
,
and Ham! et
,
followed by other standard works. In addition,
students apparently agree with the English department chairmen. The
report of National Study of High School Programs asked 2,317 students in
^Ojarnes R. Squire and Roger K. Applebee, eds.. High School English
Today (New York: Appleton-Century Crofts, 1968), p. 41.
21 Ibid. . i
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FIGURE 2
.
Content Emphasis in Classroom Teaching
(32,580 minutes in 1,609 English classes in 116 schools)
Other:
Speech 4.9%
Reading 4.5%
Mass Media 1.3%
No Content 0.8%
Other 7.1%
Source: The National Study of High School English Programs
,
in
James R. Squire and Roger K. Applebee, eds.. High School
English Today (New York: Appleton-Century-Crofts
,
1968)
,
p. 40.
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TABLE 3
Titles Required in College Preparatory Classes
as Reported by Department Chairmen
(n=109)
Number of Listings
Total Grade 10 Grade 11 Grade 12
1 Macbeth 67 0 21 46
2 Julius Caesar 56 55 1 0
3 Hamlet 52 0 4 48
4 Silas Marner 50 48 2 o
5 The Scarlet Letter 47 6 39 2
6.5 A Tale of Two Cities 40 28 3 9
6.5 The Return of the Native 40 0 3 37
8 Huckleberry Finn 39 10 26 3
9 The Red Badge of Courage 37 11 26 0
10.5 Moby Dick 28 3 23 2
10.5 Our Town 28 1 24 3
12 The Bridge of San Luis Rey 26 8 17 1
13 Oedipus Rex 18 1 3 14
14 Idylls of the King 16 10 6 0
T5 The Pearl 14 13 1 0
17 The House of Seven Gables 13 3 10 0
17 The Old Man and the Sea 13 6 7 0
17 Pride and Prejudice 13 0 2 11
19 Walden 11 1 10 0
20.5 Cyrano de Bergerac 10 5 1 4
20.5 Giants in the Earth 10 1 8 1
Source: National Study of High School English Programs, in
James R. Squire and Roger K. Applebee, eds., High
School English Today (New York: Appleton-Century-
Crofts, 1968), p. 290.
«
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advanced twelfth grade classes, to rank 72 authors of classical works.
They ranked William Shakespeare first.
^
The Rationale of the Study
Taking existing conditions into consideration and despairing of
major changes in the approaches to teaching culturally different stu-
dents, this investigator proposes an innovative way to teach grade level
literature, to develop a model for doing so that can be used for any
literary work by any intelligent, concerned teacher. Hopefully, it will
show teachers how to teach the literature they respect to culturally
different students who have been labelled "low achievers," and be
successful with the model, and help them grow to respect their students
more.
The grade level literature selected is Shakespeare's Hamlet
. This
i
investigator has developed an adaptation of this great play with the
thought that much of the difficulty in grasping and enjoying it is chiefly
some of its archaic language, snytax and style. Of course, its dramatic
qualities and great poetry are easy to grasp. It is a story of a young
man in search of his identity. It is a story of love, fidelity, infi-
delity, murder, revenge, justice, and the balances and imbalances of life.
These are complexities sensed, if not well understood, by any twelfth
grade student. Culturally different students recognized the essential
truth of the play as being true to human nature.
This investigator has used the Hamlet adaptation in presenting the
22
1
bid
.
, p . 289.
»
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play to culturally different students in New York City high schools, and
with success. Walter Loban, in a discussion of superiority of "teacher-
planned abridgments" over commercial adaptations suggests why others can
expect success:
Teacher planned abridgments, condensations, and summaries are
useful and appropriate in certain classrooms. Long and diffi-
cult descriptions or explanatory passages discourage some use-
tui readers.... Often slow-moving content may be condensed and
presented by the teacher to encourage reluctant readers to
move forward to more compelling chapters. 23
The study does not purport to be a cure-all for the ills of inner-
city classrooms for low achievers; nor does it suggest that the teaching
methodology developed herein will work with equal success in all given
teaching situations in English. The study does suggest that the Hamlet
adaptation and learning plan developed herein should help to stimulate
attitudes and creative ideas in teachers that will cause more of them to
want to teach grade-level literature to culturally different students
labelled "low achievers.
The Study Goals
The goals of this study are:
1. To develop a teaching adaptation of William Shakespeare's
Hamlet
2. To develop a teaching model that will help teachers to
motivate culturally different low achievers toward a
greater appreciation and understanding of classical
23y/alter Loban et al
.
,
Teaching Language and Literature (New York:
Harcourt, Brace and World, Inc., 1969), p. 453.
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literature, or its equivalent, as well as pass
examinations
3.
To devise a modular learning plan.
Definition of Terms
1. Modular . Modular means a part of a whole unit. In this study,
modular refers to the Hamlet adaptation and the learning plan as one
of the units. Other units are also described in this study.
2
- Learning plan . The term "learning plan" refers to the whole
set of modules devised for classroom use.
3. Adaptation
. The adaptation referred to in this study is the
rewritten version of Hamlet in Chapter III.
4. Classical literature
. Classical literature traditionally is
that which has survived a long period of time, usually a century, and
which is meaningful to readers even after this length of time.
Shakespeare's Hamlet
,
Charles Dickens' A Tale of Two Cities
,
and Edgar
Allan Poe's "The Raven" are examples of classical literature. Since
racism has prevented for a long time the creation and publication of
written literature by non-white authors, I would also argue that any
literature which is at least one generation old (20-25 years) and which
is still meaningful to contemporary readers be included in my definition
of term, classical literature. Thus, such works as Richard Wright's
Black Boy
,
Ralph Ellison's Invisible Man
,
and Langston Hughes' "The
Negro Speaks of Rivers" are included in this definition.
5. Grade-level literature . In most high schools throughout the
nation, classical literature Is taught mainly by grade levels. Jul ius
Caesar is usually a tenth grade work; Macbeth , an eleventh grade work,
24
and Hamlet
, a twelfth grade work.
6- Cul turally different
. "Culturally different" refers mainly to
those students who are commonly labelled as ethnic minority persons.
They are mainly Blacks in this study. They are culturally different for
both positive and negative reasons. Positively, they have different
origins and because of historical circumstances have developed different
modes of living to survive physically and emotionally. Negatively, much
of the cultural difference is rooted in racism-economic deprivation and
educational deprivation due largely to racial segregation and isolation.
7. Low achievers
. "Low achievers" is the common term applied to
those students who perform poorly on standardized and classroom tests.
They are usually homogeneously grouped and placed in noncollege-bound
tracks.
8
* Inner-city high schools. Inner-city high schools are located
in high population density urban areas which are usually impoverished.
Such schools usually contain large numbers of culturally different
students
.
The Research Design
The research design is that of a conceptual approach to the develop-
ment of a teaching model which consists of successfully used personal
teaching techniques. The documentation has been derived from primary
and secondary sources of Hamlet
, from published materials from the
National Council of Teachers of English, Champaign, Illinois, from
established compensatory programs in English, and from books and arti-
cles. Hopefully these materials will aid in substantiating the belief
25
that there is a hope factor which can help to remove from the minds of
high school English teachers the notion that difficult subject matter,
in this case classical literature, need not necessarily be obviated
from the curricula of culturally different students of low achievement.
The Study by Chapters
Chapter I introduces the study by providing background information
relative to the necessity for this study. It also indicates the view-
point from which the study is written, the goals of the study, an explan-
ation of terms and chapter summaries.
Chapter II focuses upon two areas of related research. It first
points to teacher attitudes as they regard myths, misconceptions, and
elements of administrative bureaucracy which cause low achievers to
respond mainly in a negative manner to the way English is taught in
many inner-city high schools.
Secondly, the chapter highlights funded projects and focuses only
on those portions of the projects that attempt to foster more viable
methods for teaching culturally different low achievers in English. The
literature reviewed in this part of Chapter II served as a probing grounds
to determine the extent, kinds, and formulation of programs presently in
use in a positive way.
Also, the analysis of related literature uncovered methods and pro-
cedures that, hopefully, will prove valuable and useful in the design of
models for English teachers in inner-city high schools. Because of the
reluctance of the investigator to weaken with paraphrase the basic points
of view of original writers, 'excerpts have been used with regularity.
26
Chapter III begins the discussion and development of the strategy
to teach Hamlet to culturally different, low achieving, twelfth grade
inner-city high school students. The pivotal point of the strategy,
a prose adaptation of the Folger Library blank verse edition of William
Shakespeare's Hamlet
,
has been conventionalized into language understand-
able to culturally different, low achievers. The teacher-developed
adaptation is devised as a textbook for each student. It is to be used
with the learning plan for students in Chapter IV.
Chapter IV introduces the learning plan for the students. It
explains the performance objectives that control the learning activities
of the modules that the students are expected to complete, the conditions
under which the activities will take place, and the tests for assessing
whether or not the desired level of performance has been obtained by the
students.
Chapter V summarizes the information presented in this study. Further,
it presents conclusions and recommendations that English teachers, teacher
trainees, in-service teachers, and departmental supervisors may use in
devising better developmental practices in teaching the regular English
curriculum to culturally different, low achievers in inner-city high
schools.
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CHAPTER II
REVIEW OF RELATED LITERATURE
National concern for the low achiever began during the early ig60 ’s
and reached peak proportions with the enactment of the Elementary and
secondary Education Act of 1965 and the publication of the Coleman Report
in 1966. The CojaMn Report pointed to many reasons why so many students
achieved minimally, including teacher attitudes, and the federally funded
Elementary and Secondary Education Act appropriated millions of dollars to
correct the educational ills affecting disadvantaged students. Much of
the federal money was spent on compensatory programs in language arts
(reading) in inner-city high schools among culturally different low
achievers
.
In this chapter, the investigator, interested to learn why culturally
different low achievers are not taught regularly the literature of stand-
ardized tests and college entrance examinations, will research books,
various reports, educational journals, and standardized tests, including
the New York State Regents Examination, to determine the extent to which
teacher attitudes affect the learning abilities of low achievers. Also,
the language arts programs of city, state, private and federally funded
compensatory programs will be studied to determine to what extent such
programs, particularly those of the 1960's, were developed to enhance the
learning abilities of culturally different low achievers by using grade-
level classical literature.
Teacher Attitudes and Culturally Different Students
Reasons for applying the -term ."cultural ly different" to students in
28
most inner-city schools are given in the previous chapter. The per-
spective, of course, is from the viewpoint of educators. If, on the
other hand, teachers are regarded from the point of view of the black
and Puerto Rican students in their urban school classrooms, they are the
ones who are culturally different. It is the teachers who are different
in culture and background.
This point is not made to suggest that teachers become like their
students, nor that they adopt student attitudes and life styles. On the
contrary, teachers have an obligation, as representatives of the dominant
culture, to aid and assist their students in acquiring the skills of the
majority population so that they may learn to survive and make progress
in it. The existence of cultural differences from both points of view
is stressed to point out the barrier between both groups. More importantly,
it is this barrier that helps shape teacher attitudes and frustrations and
affects their expectations of student achievements.
Although teachers hold positions of authority and responsibility, it
must be remembered that they are representative of the general population
in ability and in attitudes. In addition, they work within the constraints
of their particular school systems. David Holbrook points to the general
nature of teachers by saying that all teachers are neither gifted nor
capable of love or sympathy for culturally different students. Yet, there
are many who, if left alone by bureaucratic administrations, can teach low
achievers satisfactorily from a curriculum which is mainly designed for
middle-class white students. Holbrook states also that many teachers lose
sight of the fact that all students--even those course, dull, limited, and
maddening ones—are capable of love, sorrow, happiness and sympathy, and
29
they are capahle of much finer subject matter than is generally taught
them. 24
Teachers who substitute inferior instructional materials in English
classes such as Hot Rod
, Street Rod, and Thunder Road may believe that
they are 'with it" educationally. They may believe that the books are
more relevant and that as teachers they are "progressive" and "flexible
They are often ignorant of the fact that grade-level literature has been
taught successfully to culturally different students with poor reading
skills. One example is given by Lobdell, who, in 1950, was an instructor
at the Reading Institute of New York University. He taught Charles
DlCkenS '
-
Ta1e Two Cities successfully to high school students with
records indicating fifth and sixth grade reading abilities.
Many of them are in their teens, at all degrees of readinq
retardation, and they come in the hope that they will be
able to improve their reading ability enough to gain ad-
mission to college or to return to their high schools to
complete successfully a college entrance course. That
these boys and girls need to be able to read work-type
materials is obvious; the content courses to which they
will return will require this ability. These students are
faced with the necessity of acquiring some knowledge of
literature; they need successful experience in reading works
of literary men't. Their reading abilities improved, and
they found that a classic can be interesting and excitinq
as well as classic. 25
In addition to not knowing of such examples, teachers are often con-
fused and led astray by romantic writers on education. Take, for example
the following imperative by John Holt:
24David Holbrook, English for the Rejected (Cambridge, England:
Cambridge University Press, 1 964)
,
pp. 10-11.
^Lawrence 0. Lobdell, "A- Classic as Reading Material for Retarded
Readers," in English Journal
,
XXXIX (October, 1950), pp. 491-492.
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Ab°lish the fixed, required curriculum. People remember onlvwhat i s interesting and useful to them, what helps make senseof the world or helps them enjoy or get along in it. All elsethey quickly forget, if they ever learn it at all. The idea
fo/the rest of
kn
°7le???»" to be P icked up at school and usedr th one s life, is nonsense in a world as comDli-cated and rapidly changing as ours. Anyway, the most importantquestionsand problems of our time are not in the curricSlum
° in bhe hot '* shot universities, let alone the schools!Check any university catalog and see how many courses you can
Pnll,,??nn
UCh
2
uestlorV s Peace > Poverty, Race, Environmentalo utio , and so on.26
Without denying that there is some validity to this statement, let
us examine what happens in New York City when the "required curriculum"
is abolished for low achieving culturally different students. Compare
the six typical questions from the New York State English Regents Examina-
tions 27 taken by students in academic tracks, with six typical questions
from the Citywide Examination in English for students in non-academic
tracks. 28
Regents English Examination Questions
1. "No man is an island entire of itself;..." is a quotation
from (1) Cardinal Newman (2) John Donne (3) The Venerable
Bede (4) Thomas Huxley. (June, 1970, No. 10, p. 6.)
2. In Romeo and Juliet
,
Mercutio makes a long lyrical speech
about (1) the night (2) youth (3) life (4) dreams. ( Ibid .
,
26John Holt, The Underachieving School (New York: Pitman Publishing
Corporation, 1969), p. 33.
27New York State Regents Comprehensive Examinations in English, in
Harold Levine, ed., Review Text in Comprehensive English: Three and Four
Years (New York: Amsco Publications, 1962)
,
p. 6, et passim .
28Board of Education of the City of New York, Citywide Examination in
English
,
(June 19, 1973), pp. 5-8.'
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No. 38, p. 8.)
3. Which person defended Silas Marner's right to bring up
Eppie? (1) William Dane (2) Godfrey Cass (3) Dolly
Winthrop (4) Sarah. (January, 1971, No. 12, p. 6.)
4. In Chekhov's "The Bet," the central character finally
realizes the (1) value of patriotism (2) falseness of
success (3) tragedy of old age (4) delights of youth.
( Ibid . , No. 7, p. 6.)
5. The hero whose tragic flaw was jealousy was (1) Hamlet
(2) Othello (3) King Lear (4) Macbeth. ( Ibid . , No. 28,
p. 8.)
6. The line "The hills tell each other, and the listening
valleys hear..." is an example of (1) personification
(2) oxymoron (3) simile (4) hyperbole. (June, 1971,
No. 2, p. 6.)
Citywide English Examination Questions
1. Archie Bunker always makes a scene when his son-in-law
comes up with an idea. Scene in this has the meaning
of:
a. meaning 7 On
b. meaning 6 On
c. meaning 5 On
d. meaning 4 On
(No. 35, p. 8.)
accompanying dictionary page
accompanying dictionary page
accompanying dictionary page
accompanying dictionary page
2. A famous magazine that stopped publishing during the past
year is
a. Downbeat
32
:
.
lb. Life
c. Ebony
'
• "d. Reader's Digest ..
. .. .
(No. 26, p. 6.) .. . r ..
3. Each year the best television programs are awarded prizes
-
. called
a
. The Oscar
b. The Tony
. c. The Emmy
d. The Reginald
(No. 29, p. 7.)
4. The obituary page of a newspaper contains
a. movie reviews
b. brief stories about people who have died
c. the opinions of the editor
d. old news
(No. 31, p. 7.)
5. Geraldo Rivera, Norma Quarles, Walter Kronkite are all
a. newspaper editors
b. T.V. news reporters
C. authors of high school textbooks
_•
d. actors of Shakespearean plays
(No. 33, p. 7.)
6. The area in New York City containing an opera house, a
theatre, a concert hall, a library, and other buildings
devoted to the performing arts is
a. Off Broadway
b. Madison Square Garden
c. Madison Mall
d. Lincoln Center
(No. 35, p. 8.)
Both sets of questions have the faults inherent in multiple choice.
Both sets can be seen as chiefly factual. A more than cursory glance.
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however, shows that the Regents Examination questions deal with ideas-
”0 man is an island, youth, life, dreams, bringing up a child, patriotism,
falseness of success, tragedy of old age, delights of youth, jealousy,
personification—while the second set deals chiefly with ephemeral facts.
Moreover, the facts in the Citywide Examination could only have been
learned from watching television or reading newspapers. The latter is
terribly unfair to culturally different students. Many students, even
those of the middle class at the college level, have not yet reached a
mature stage of development where they read newspapers.
More importantly, with the exception of Silas Marner
, the Regents
Examination questions pertain to great works of art. They give us truth.
As Rudolph Arnheim has pointed out, 29 truth is a function of art in the
sense of being true to human nature. Shakespeare and John Donne give us
truth—truth that all students of whatever background can sense and
understand, once the cultural barriers have been crossed. That they
cannot be crossed is a cruel myth, as pointed out by one energetic
teacher of inner-city youth:
What is probably the most tragic misconception we have about
educating the culturally deprived child is that notion that
we must change our curriculum to meet his low abilities. It
is commonly assumed that we cannot teach these students the
classics. Fiddlesticks' We can teach them anything under
the sun if it is presented in the right way I taught
Shakespeare's Othello and Steinbeck's Of Mice and Men with
encouraging results because we discussed the people as real
and the social and moral question in familiar terms. 30
29John J. O'Connor, "Are We Being Taught Not to Care?", New York
Times (October 1, 1972), Sec. II, p. 19, col. 4.
30Donna Schwab, "Underestimation of Culturally Deprived Youth,"
in Richard Wisniewski, New Teachers in Urban Schools: An Inside View
(New York: Random House, 196871 pp. 125-126.
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The attitude expressed above, unfortunately, is not typical of the
current attitudes among inner-city high school English teachers. Many
who substitute inferior instructional materials, of course, mean well.
Whether they realize it or not, however, they are patronizing.
IHVP?cr iC f™ of patronization are manifold: the tendencyto talk down to the deprived child-to speak his language, to Y
Ihlc
S an9 a
?
d
?
peech inflection; the assumption thatthese children are lacking in intellectual curiosity and con-
ceptual ability; the lowering of academic standards, and thefailure to set high goals for the deprived; the too quick tak-ing for granted that they are not interested in learning.
Much of this is well meant. Academic standards are lowered
because it is felt that the educational traditions and aspira
tions of these children make it impossible for the teacher todemand more.^ 1
But patronization as a teaching strategy, consciously or uncon-
sciously, does not work well. Culturally different students are just as
sensitive to teachers as other students, perhaps more sensitive. They
recognize when they are being patronized and they resent it. Moreover,
they take it as a sign of weakness on the part of the teacher, and this
goes against their dominant value system. Regardless of what form it
takes, most of all they admire strength.
It is seen as control --mainly through physical dominance,
but in a few other ways as well. The "con" artist is
also seen as strong, for he is the one who can control a
situation through his style of walk and talk. But whatever
style it takes, strength is a virtue. The children, because
of their hidden curriculum, regard as weak anyone who...
breaks down in the face of challenge, is wordy without style,
who is easily intimidated, who is sentimental and trite, who
gets flustered, or who i s. .. "phoney . "32
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Frank Riessman, The Culturally Deprived Child (New York: Harper
and Row, Inc., 1962), pp. 22-23.
32 •
Gerald Weinstein and Mario Fantini, The Disadvantaged: Challenge
to Education (New York: Harper and Row, Inc.
,
1 968)
,
pp. 309-310.
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A teacher who uses inferior instructional materials knows very well
that the materials are inferior. He or she cannot possibly believe that
the classroom work is of any great importance. His or her stance, of
necessity, is a phoney one. This in itself can contribute to the con-
tinuance of the disruptive behavior of many inner-city youth.
They have higher crime rates, are more addicted to druas thevare more dependent upon public support than majority youths^Increasingly, the frustrations of iheir lives lead to eruotionsof aggression which reveal deep alienation from society's normative values and great hostility toward the majorltj.
The disruptive behavior of many culturally different students, of
course, is undeniable and is a major contributor to the negative attitudes
of many teachers. They tend to take the actions of the few as representa-
tive of the whole. In New York City pupil disruption and crime in the
classroom have been used as major issues for political purposes.
Teachers are further confused and their negative attitudes confirmed
by such authorities in the fields of education and social psychology as
James Coleman (1966), Daniel Moynihan (1966), Arthur Jensen (1969) and
Christopher Jencks (1972). James Coleman did a comparative study of
Blacks, whites, and other minorities and presented his data to prove black
students academically inferior to all. Daniel Moynihan studied the black
family and "proved" it to be socially and familial ly inferior. Arthur
Jensen studied the native intelligence of Blacks and concluded that their
I.Q's averaged at least 15 percentage points below that of whites.
Christopher Jencks presented his data to show that "luck" and personality
have a greater impact on one's successful economic stability than one's
33|<enneth Clark, et al.. The Educationally Deprived: The Potential
for Change (New York: Metropolitan Applied Research "Center, Inc., 1 972),
p. 47.
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public or private school education. 34
Such findings, when believed by educators, tend to undercut the
entire educational process, especially with respect to students who
are culturally different. Most teachers do not have the knowledge or
the training to view such findings as they supposedly apply to culturally
different students, in the light of historical circumstances, racism,
racial isolation, economic and educational deprivation, and continued
unequal treatment in both school and society. The logical application
of such findings is to give up and stop trying to teach inner-city
students. And this is what many teachers do. They keep coming to their
classrooms and they continue the motions of teaching, or just keeping
control of their classes, because they need their jobs, welfare benefits,
and their pensions when they retire.
As Byrd Jones has indicated:
Many of the myths and rationalizations about urban
schools have some validity, but it is a validity
of willful misunderstanding. If black children
cannot read, it is because schools emphasize control
and do not facilitate learning. If teachers do not
empathize with children from poverty areas, it is
because they were trained to view poverty as a fail-
ure of personal character. Blacks are residential ly
segregated because banks and realtors will sell and
landlords will lease to them only in certain areas.
Blacks with college degrees earn less than whites
3 4James S. Coleman, et al
. ,
Equality of Educational Opportunity
(Washington, D. C.: U. S. Government P
r
'i nt"i n g Office , 1966), p . 219,
et pass im; Daniel P. Moynihan, "Employment, Income, and the Ordeal of
the Negro Family," in Talcott Parsons and Kenneth Clark, eds.. The Negro
American
,
The Daedalus Library, 7 (New York: Houghton Mifflin,T966),
pT 148; Arthur Jensen, "How Much Can We Boost I.Q. and Scholastic Achieve-
ment?" in Harva rd Educationa l Review
, 39 (1969), p. 81; Christopher
Jencks, et a l
.
,
Inequ a lity: A Reassessment of the Effects of Family and
Schooling in America TNew York: Basic Books
,
’1972)
,
p. 227
.
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with high school diplomas because firms have discriminatoryhiring practices. Hope is missing from urban schools be-
flr 111 too lonT^'
S°Ciety ha$ d6nied eqUal °PP °rtunit*
Such studies by Coleman, Moynihan, Jensen, and Jencks cited above,
as well as other studies, tend to make many teachers sociologists of the
poor, engrossed in their students' backgrounds, home lives, and special
problems. This can be done, of course, with positive intentions. As one
inner-city teacher has pointed out:
Until we look objectively at the students in our so-calleddepressed areas, look at them without fear or disgust, pity
or condescension, we will continue to lose thousands of
highly capable and potentially productive citizens each year,
loo often there is little wrong with our nation's criminals
and welfare cases than a society and social class system
which has viewed them as failures long before they entered
school in Harlem, Watts, Southside, Chicago, or whatever. 36
Unfortunately, however, sociological and psychological knowledge and
insights can be used with pity and condescension. This happens when inner-
city teachers become overly engrossed in their students' backgrounds.
When teachers make allowances, become overly solicitous because of the
sociological circumstances of their students—and
,
in effect, pity them—
teachers lose sight of their fundamental obligation to teach and to teach
substance in a manner that will be useful and helpful.
Dr. Kenneth Clark objects strenuously to the teacher as psychiatrist
and social worker to the detriment of the teacher as teacher, in referring
to his own experience in high school:
^Byrd Jones, "Change and Institutionalized Racism," in Atron Gentry,
et ah
,
Urban Education: The Hope Factor (Philadelphia: W. B. Saunders
Company, 1972), p. 8h
^Donna Schwab, "Underestimation of Culturally Deprived Youth,"
p. 114.
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The teachers did not seem preoccupied with psychiatric or
social work matters. They were not inquiring whether yourfather lived in the home or not.... I do not remember a
teacher who seemed to give a damn about whether my mother
did or did not have books in the home. What they seemed
obsessively concerned about was what kind of schoolwork
we were doing and wnether we were doing our homework....
Maybe because they were old-fashioned, maybe because they
had not heard about how to be a teacher of minority group
youngsters. These teachers taught, they held their students
to standards, and they expected that standards would be met
My teachers—with varying degrees of effectiveness—took
seriously the prime responsibility of teaching and had not
yet been contaminated with the notion that in lieu of teach-
ing they should analyze me or subject me to racial compassion
and understanding. 37
Teacher attitudes toward culturally different students are frequently
decisive in determining whether or not they learn. As stated above, this
investigator is sympathetic to teachers and writers such as John Holt who
would "abolish the fixed, required curriculum." Shakespeare and Donne
give us truth, but they are not the only givers of truth. Other authors
of literary merit, including black authors, can be included with profit
in the curriculum. This investigator's chief concern is for equal educa-
tional opportunity in high school English classes for students who are
different in culture from the majority. At the present time, it appears
unlikely that the fixed curriculum will soon change in most school systems
in the United States. Hamlet
,
Macbeth , Julius Caesar , and Silas Marner
are read in high school English classes even in distant Hawaii with its
overwhelmingly, culturally different population. As long as this state
of affairs persists, this investigator believes that the current standard
works should be taught to culturally different students in inner-city
37kenneth Clark, in Harry A. Passow, ed., Urban Education in the
1970's (New York: Teachers College Press, Columbia University, 1971 J"
>
p. 98.
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schools, including those in low-non-academic tracks.
To fail to do this is to maintain cultural differences, deprive
culturally different students of exposure to great art; deprive them
of exposure to the ideas that all people can share in common; deprive
them of the opportunity to develop intellectually; virtually eliminate
them from taking and passing the New York State English Regents Examina-
tions; deprive them of the opportunity to score well on SAT's and other
standardized academic tests; lessen opportunities to gain entrance to
college; lessen chances of success in college; and virtually destroy the
chances of gaining many kinds of gainful employment.
While teacher attitudes are often decisive in the learning process,
it is frequently unproductive to merely criticize teachers for their
attitudes. "[T]he high school English teacher particularly needs special
training to meet the unique demands made upon his skills in the urban
oo
setting. Intensive training in strategies ... is essential. 1
Compensatory Projects and Programs for Culturally Different Students
In recent years in educational circles, there has been a great faith
that the "right" program could make an educational difference, especially
to culturally different students. The passage of the 1964 Civil Rights
Act renewed the drive for school desegregation and the passage of the 1965
Elementary and Secondary Education Act made available millions of dollars
in federal funds for projects and programs to improve education for cul-
turally different students. Local school systems, state and federal
38john A. Ether, "Preparing the Teacher of English for the Inner-
City," in The English Record , 20, No. 1 (1969), p. 71.
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government, and private foundations joined together to fund and sponsor
educational projects aimed at upgrading academic achievement. These
projects covered the entire educational spectrum from pre-school through
the twelfth grade.
Phases of language arts formed a major component of the secondary
school projects—grades 9 through 12. This investigator researched some
of the principal projects of the 1960's for the express purpose of deter-
mining the degree to which they prepared culturally different students of
low achievement to better understand the classical literary works of
regular high school English curricula. The investigator researched
specifically the language arts sections of the projects and found that
the projects aimed mainly at developmental and remedial reading achieve-
ment rather than at college preparatory programs for low achievers.
Developmental reading programs include experiences designed to show
students the basic skills and techniques of how to read. A good develop-
mental reading program should not put undue pressure on the student.
Rather, the student should experience growth in a comfortable manner
without experiencing repeated failure. This can be achieved by the
capable teacher who is able to adjust specific reading needs to meet the
needs of the student. The program should be so organized as to progress
in easily recognizable steps that can be fitted together in the student's
mind so as to be meaningful and read. The ultimate aim of a developmental
program should be to foster a positive attitude toward reading and to build
habits of independence in reading.
Regardless of how effective a developmental program of reading might
be, some students acquire faulty habits which cause them to read below
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grade level. Such students then need remediation. The word "remedial"
is a derivative of "remedy." Remedial programs in reading then are de-
signed to correct faulty reading patterns. Teachers of remedial reading
diagnose reading deficiencies. Deficiencies in word recognition, vocabu-
lary meanings, comprehension, phrasing, reading rate, enunciation and
others, are programmed for correction as soon as recognized. The teacher
then gives students materials and instructions for corrective reading and
for progress toward grade-level reading and above.
This investigator does not disapprove per se of funded compensatory
programs that use developmental and remedial reading components in the
language arts sections of programs. He does question the lumping together
of culturally different students whose reading difficulties are not serious
enough to warrant inferior literature in lieu of grade-level literature.
From experiential observation in inner-city schools, this investigator is
aware that many culturally different students labeled "low achievers" need
to be more adequately motivated by teachers.
One of the most ambitious compensatory programs for urban students
of culturally different backgrounds was the Great Cities School Improve-
ment Program, which was launched by ten big city superintendents with
extra financial support from the Ford Foundation. Great Cities Programs
were begun in Milwaukee, St. Louis, Pittsburgh, San Francisco, Washington,
D. C., Cleveland, Philadelphia, Chicago, Buffalo, and Detroit. New York,
which had already begun its Higher Horizons program, was not included.
39Dorsey Baynham, "The Great Cities Projects," in NEA Journal , 52
(April., 19G3)
,
17. ‘
.
<
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The Great Cities group prepared one of the first drafts "calling attention
to the special educational needs of urban children whose background differ-
ed from the prevailing culture.
Although the real aim of all Great Cities Programs was to eliminate
inequality in educational opportunity, the aim of the English component
of each program differed from city to city, depending on what was consid-
ered the particular need of the students in each city. The Milwaukee
Great Cities Project established centers to prepare culturally different
students for regular classroom work in English with grade-level classical
literature. The Research Council of the Great Cities Program for School
Improvement, the parent body, on the other hand, suggested "that the books
used in English classes portray life situations like those lived by slow
learners. This suggestion stymied rather than helped the academic
progress of low achievers. It suggested that they were capable of learn-
ing readily from books with familiar subject matter but not from books
with unfamiliar subject matter.
Under the direction of the Great Cities School Improvement Program,
Detroit used seven schools from elementary through high school to develop
procedures to improve the reading achievement of culturally different
students. Unlike the Milwaukee program, Detroit used inferior rather than
grade-level literature. It encouraged an improvement in self-motivation
by attempting to form a better self-image. The students read stories
^Helen Rees, Deprivation and Compensatory Education: A Consideration
(New York: Houghton Mifflin Company, 1968), p. 226.
41 Ethel Tincher, "Helping Slow Learners Achieve Success," in English
Journal
,
54 (April, 1965), 292.
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relating to inner-city environments similar to their own. By a reading
process called "Bibl iotherapy ," the students read only "self-image"
Stories that supposedly reinforced positive self-attitudes toward reading
and toward self.
At the high school level, a component of the Detroit program was
directed toward low achievers in need of improvement of reading skills.
Vanguard
,
a basic literature text, was used at Eastern High School, the
only high school in the initial program. Paperback books, "Tactics in
Reading," a box of skill building materials, and other low level materials
were used to teach low achievers in a most successful and effective way
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in accordance with the designed purpose of the project.
The "Language Arts Laboratory" was developed in Chicago as a part
of its Great Cities School Improvement Program. This was an experiment
to help improve the reading skills and literary understanding of culturally
different dropouts. The Laboratory was operated on a summer schedule from
forty-five minutes to two and a half hours, and it involved students 14
years and older. Each enrolled for one, two, or three periods of instruc-
tion per day. If a student enrolled for one period, he practiced the
mechanics of reading. If he enrolled for two or more periods, however, he
participated beyond the basic skills in activities of reading rate training
story telling, choral speaking, dramatization, and some form of book report
ing. Tape recorders, visual aid devices such as the opaque projector, film
strip projector and reading pacer were used with the students.
42William Rasschaert, "Reading Improvement in the Detroit Great
Cities Project Schools," (Detroit: A Report of the Great Cities
Improvement Program, 1963), pp. l-]3.
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The materials both for reading and for literary appreciation was
developmental and remedial in nature and not for college preparatory
purposes. The Reader's Digest Skill Builders was the most popular device
used by the students in the Language Arts Laboratory; however, classics
such as Moby Dick
,
Robinson Crusoe
,
Treasure Island were read for cultural
appreciation.^
Apart from the skills improvement projects of the Great Cities
schools, some schools instituted independent programs to improve the
verbal ability of culturally different low achievers. The Philadelphia
public schools, for instance, published an annotated bibliography of 44
pages of "easy to read" bools for use in high schools for students of
limited verbal ability. These books were short, and their covers had
vivid colors. Students were encouraged to choose reading materials by
the color of the covers. School authorities were interested to learn
whether or not low achievers would improve their reading ability more
rapidly when students read books with covers colored to their liking.
The bibliography containing these books was offered as a supplement
to A Guide to the Teaching of English, An Adapted Course, Grades 10-12 .
Book titles related to sports, love, war, nursing, ballet and the like.
Grade-level classical literature was also a feature of the Philadelphia
program, but it was in the form of records rather than books. Records of
such, classics, as Julius Caesar , Jane Eyre , David Copperfield were played
^Benjamin Willis, et al .
,
"Language Arts Laboratory," (Chicago: A
Report of the Great Cities Improvement Program, Chicago Public Schools,
1961), pp. 1-7. 1
(
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for listening enjoyment rather than to be studied. 44
Among the first educators in the 1960‘s to design a program to
identify able students from disadvantaged urban areas and to stimulate
them academically were those at New York's Demonstration Guidance Project.
Such a compensatory program could not accommodate the tens of thousands
of New York City students in need of special instruction. Indeed, it
began with only 329 students. Nevertheless, the Project was a significant
step in the direction of finding and stimulating those culturally different
students who had been homogeneously grouped and, in some cases, wrongly
labeled as hopeless failures. Through individual counseling, remedial
reading instruction, grade-level literature, and special enrichment liter-
ature, fifty-one per cent of the students later entered colleges or other
post-high school training institutions.
A major part of the language arts area was a heavy enrichment in
grade-level 1 i terature--classical novels, poems, short stories, and
dramas. Low-level literature was not used. English was taught daily to
each student for two periods. The specific purpose of the Demonstration
Guidance Project was achieved. It was positively determined that it was
possible to more effectively aid culturally different students. Signifi-
45
cant gains were shown for all students who remained in the program.
44
Philadelphia Public Schools, A Supplement to English, An Adapted
Course, Grades 10-12 (Philadelphia: Collateral Reading and Audio-Visual
Instruction, 1962), pp. 1, 3-4, 44.
45
J. Wayne Wrightstone, et al .
,
"Assessment of the Demonstration
Guidance Project," (New York: Bureau of Education Research, Board of
Education, 1964), p. 1, et passim .
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A program to determine whether or not an intensive summer program
could change appreciably the language arts proficiency of ninth grade
students from under-privileged neighborhoods was administered in Boston
in July and August of 1964. The program was conducted by five Jesuit
teachers with fifty boys who suffered inadequacies in writing, reading,
oral delivery, and general grammatical procedures. Grammar, vocabulary,
and punctuation were the basic skills areas stressed during the summer.
Literature was not emphasized. To enhance the students' knowledge of
local places of interest, afternoon visits to cultural sites were conduct-
ed. During the short period of time, the program attempted to show that
structured intensification of skills, along with strategies such as
frequent field trips, can be of significant value in the process of en-
hancing the learning of low achievers. ^6
A report of the Kansas City, Missouri public school system discussed
a curriculum designed for tenth grade boys in a work-study program. It
was a program specifically designed for dropouts. The language and read-
ing components highlighted basic materials for skills improvement. "The
Little Black Ram" and "The Long Night" were two of the low-level stories
used. The purpose of the program was to give the work-study student
greater self-confidence by offering "easy to read" low-level stories.
Many students who had previously appeared indifferent achieved a feeling
of accomplishment. The literary subject matter, however, did not offer
^Boston College High School, et al .
,
"Attachment A: Action for
Boston Community Development, Inc. and Five Jesuit Scholastics, (Boston.
A Report by the Boston Community Development, Inc., 1964), pp. 1-7.
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hope to students who might one day function at grade level. 47
The interest of the Waco, Texas school system in the problems of
the culturally different low achiever was similar to that of many other
school systems— reading remediation. The system, in fact, developed a
comprehensive program for the slow reader. It covered grades seven
through twelve, and many of the students in the program were Blacks and
Mexican-Americans. Several areas of study were involved. The language
arts portion concentrated on writing, spelling, the parts of speech, the
SRA Reading Laboratory and Basic Reading Skills for High School by the
Scott-Foresman Company. 48 Because it was a basic skills program, it
contained very little for those culturally different students who could
perform with grade-level classical literature yet had not been properly
stimulated to do so.
California's need to develop stimulating programs in English for
culturally different low achievers is represented here by the following
three school s— Edi son High School, in Fresno; Lenox High School, in
Hawthorne; and Casa Roble High School, in Orangeville. In the first,
Edison High, seventy per cent of all students each year had been failing
the standardized English test administered by the City Education Depart-
ment. The English department personnel reasoned that the major cause of
47 Kansas City Public Schools, "Curriculum Guide for the Work-Study
Program: Grade Ten," (Kansas City, Missouri: A Report of the Kansas
City School System, 1963), pp. 1, 18.
48H. Marvin Jennings, "Opportunity Classes for the Slow Reader,
Grades 7-12," (Waco: A Report of the Opportunity Classes Project Com-
mittee of the Waco Independent School District, I960), pp. 1-10.
48
the failure was reading deficiencies. The department there strength-
ened the language arts laboratory and grouped students in grades 10
through 12 homogeneously in four phases. Classes were made small, and
a variety of activities were introduced. The language arts laboratory
used tape recorders, audio-visual materials, dramatizations, book reports,
word games, films, filmstrips, and records. Together with these kinds of
visual and audio-visual aids, self-concept literature on a remedial level
was studied from such books as The Person You Are and The Friends You
Belong To
. Practical English magazine. Scope
,
and the Reader's Guide
were also used.^9
At Lenox High School a project was developed to prevent dropouts.
All of the students in it were black. They were chosen for low achieve-
ment, anti-social behavior, and poor attendance. The project utilized
special classes and group counseling in an effort to keep students in
school and to reclaim dropouts. The English element was highly remedial,
and it employed informal instruction directed to the assumed needs of the
students in the program. The instruction included special mimeographed
materials, movies, tapes and other activities to enhance basic communica-
tion skills. An English activity might call for a student to stand in
front of his class and tell a story about himself or relate an experience.
The student would be recorded on tape for general class study and dis-
cussion. After the class discussion, the student would listen to the
tape and write the story to free it of errors and faults. He would then
49Fresno Unified School Project, "A Non-Graded Program in English,"
(Fresno, California: A Report by the English Department of Thomas A.
Edison High School, 1965), pp. 5-7.
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read his corrected version to the class.
^
Unlike Lenox High School, Casa Rob! e High School was not troubled
by dropouts to the same extent. Of the 2000 student population, never-
theless, 19 per cent of the seniors read below the eighth grade level.
To change this academic disparity, an English program of individualized
instruction was developed for juniors and seniors. The program used three
instructional ingredients: instructional multi-media packages, team
teachers committed to team instructional philosophy, and flexible schedul-
ing. One of the most creative segments of the program was a teacher-de-
veloped "Individual Self-Paced Learning Package." These packages were
centered on one concept such as the format of a business letter; also, a
package would include a variety of sub-packages of drills and activities
on specific parts of the representative concept. The business letter
package, for instance, would include sub-packages on spelling, punctuating,
paragraphing and the like. The students were allowed to work at their own
pace on the main subject of a package or on alternative subject areas of a
concept. Each package began with a pre-test, contained a progress self-
test and ended with a post-test, all of which were based on performance
objectives in the affective and cognitive domains. In this way, each
student was aware of what was expected of him. Teacher aid was available
at all times to help those students who found constant difficulty in
carrying out the directions of the packages.
The packages covered many topics. Reading, composition, and literature
50William Weber, "Report on the Dropout Project of Lenox High School,"
in Centinela Valley Union High School District, News , 14 (February, 1965),
p. 1
.
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were daily activities. The titles of the packages included:
1. "I'll Make Him Belong to You" (Apostrophe study)
2 . "Interpreting Literature" (Short story study)
3 . "Literature to Live By" (Literary study)
4 . "Speling Right Maks Better Sence" (Composition study)
5 . "Couth for Youth" (Job Interviews)
6. "Finders Keepers: How to Keep a Job" (Vocational
interests)^
Reading was the basic component of all of the packages.
All of the projects and programs cited in this chapter recognized
the need to place special emphasis on reading in the teaching of cultur-
ally different students. Though the investigator recognizes the need
for reading remediation for some students, he does not recognize the
need for remedial low-level literature.
Recently developed, the "Right to Read" program of the federal
government is aimed at "virtually eliminating functional illiteracy in
the United States by 1980."^ During its first year of operation, 1972,
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the "Right to Read" program awarded 10 million dollars in 224 grants.
However, exact programmatic guidelines were set for all federally funded
schools. This is highly questionable. Schools, like people, differ in
their needs, and no one set of rigid guidelines are ameliorative for all.
SlVivian Geddes, "Individualized Self-Paced English," in English
Journal
,
61 (March, 1972), 413.
^Bernard Johnston, et a l . , eds., Education Yearbook 1973-1974 ,
(New York: Macmillan Educational CorporaTion7T97y) , p. 420.
53ibid.
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The language arts material provided in the guidelines was for corrective
reading instruction in the classroom and remedial reading assignments for
outside-the-classroom assignments. The guidelines prescribed how to
diagnose reading failure, mandated facilities, and how personnel were to
be trained. In addition, a model reading center was prescribed as to
function and layout.^
Although this investigator is not particularly interested in the
activities of compensatory programs outside the secondary school format,
it is worthy to note, for the matter of comparison, that community funded
and privately funded programs are generally more creative and more in
keeping with the needs and interests of the students served than federally
funded secondary school programs. Richard and Muriel Crosby, National
Council of Teachers of English task force observers of secondary school
programs for disadvantaged students, made these observations when con-
trasting the projects in secondary schools with those of projects outside
the regular secondary school format:
Many special projects organized outside the regular secondary
school framework were novel, and much of their work appeared
promising. Few of these imaginative experiences appeared in
public schools, however, much of the work in programs under-
taken within schools seemed repetitive, questionably relevant,
and insubstantial. Literature, when taught, was often... in-
appropriate to the interests and reading abilities of the
students. 55
54warren 6 . Cutts, "A Model Program for Remedial Reading
,
11
.
(Washing-
ton, D. C.: A Report of the U. S. Department of Health, Education, and
Welfare, 1964), pp. 1-6.
^Richard Corbin and Muriel Crosby, eds., Language Programs for the.
Disadva ntag ed (Champaign, Illinois: National Council of leachers of
English, 1965), p. 99.
.
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One has merely to peruse some of the literature for disadvantaged
students in George Spache's bibliographical book of titles and summaries
to agree readily with Corbin and Crosby's statement about the appropriate-
ness of reading materials to the interests and reading abilities of many
of the students in compensatory public school programs. A minimal sample
of the hundreds of low-level multi-ethnic books listed by Spache are
Crimson Moccasins
,
a story about Quick Eagle who discovers he is not an
Indian but a white man with identity problems; Gang Girl
,
about a Spanish-
speaking teen-ager who tries to find a better way than gang membership;
Tessie
,
about a teen-ager's problems in a multi-racial neighborhood;
Gussuk Bay
,
a story of adventure in Alaska; and Friends and Enemies
,
about
a black boy in Africa who grows up to think like a man instead of like a
boy. 56
Summary
The literature reviewed in this chapter indicates that public educa-
tion for culturally different low achieving students in inner-city high
schools has resulted in years of frustration and failure for students and
teachers. The unfortunate conditions of tracking, teacher assignment,
student reading failure, dropout rate, and racism have been highlighted
in this study. They are relevant reasons why culturally different high
school students, particularly Blacks and Spanish speaking, do poorly in
English and are thereby labeled "low achievers."
Teacher attitudes toward culturally different low achievers are
56George D. Spache, Good , Reading for the Dis advantaged Reader
(Champaign, Illinois: Garrard Publishing Company, 1970), pp. 61-62,
et passim .
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mostly negative. Reflecting this negativism, English teachers expose
students to inferior literature that in no way prepares them for the
prerequisite standardized tests for college entrance. Even with the
aid of federal, state and private funds, inner-city high schools do not
foster programs in English that are college preparatory. The research
has shown that compensatory programs and projects, no matter how heavy
the funding, focused mainly on reading remediation. In addition, remedial
programs tend to concentrate on short term goals of lowering the dropout
rate. They also concentrate on students' self-image, although in not
teaching grade-level English literature they tend to destroy self-image.
Students know very well that they are being treated as inferiors, that
is, "too dumb" to learn what the students bound for college are learning.
i
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CHAPTER III
THE ADAPTATION DEFINED AND DEVELOPED
It has been said: "There is nothing new under the sun, but simply
new ways of adapting old things." English teachers of culturally differ-
ent students should have little difficulty in adapting and teaching a
classic such as Hamlet
. Neither should they have difficulty when moti-
vated to enhance basic skills by teaching the standard curriculum to all
categories of students and to ready low achievers for Regents and various
national examinations. The truly conniitted English teacher can reduce
the difficulty of literary selections with archaic vocabulary and syntax
by rewriting them in language more in keeping with their students'
understanding.
The adaptation of Hamlet that follows is part of a definitive
method whereby English teachers can stimulate learning in students, even
those reading two or three levels below grade. The adaptation is not a
summary. It is intended to enhance an understanding and appreciation of
the original
.
The adaptation of Shakespeare's Hamlet as presented in this study
serves as the basis of the learning plan developed in the succeeding
chapter. One hopes that an explanation of the adaptive process of
Hamlet will help English teachers of culturally different students to a
better understanding of the development, facilitation, and classroom
utilization of the adaptation as a necessary strategy for teaching
classical literature to low achievers.
The adaptation preserves the five acts and every scene of Shakespeare's
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original. The more academically adept students of a class consequently
will be able to relate it readily to the original. The story is main-
tained in its entirety, allowing a student to shift with ease from the
adaptation to the original and back again as it suits his purpose.
When adapting a standard work, the teacher should write in a style
congruent with the reading facility of most of the students for whom it
is intended. Shakespeare's Hamlet was originally written mainly in blank
verse, and much of its language is archaic. The adaptation is in prose
paragraphs, retaining original quotations from famous passages and lines.
The rationale here is that well-known expressions, often quoted on
standardized tests, will be recognized on tests by culturally different
students.
However, where the language in an original passage offers inordinate
difficulty to students, it should be translated into today's standard
English and set in brackets to indicate that this has been done. For
example, Hamlet, in a soliloquy about his indecision to kill his father's
murderer, considers taking his own life with his dagger:
When he him self might his quietus make
With a bare bodkin?
(III. i. 11. 82-83.)
To help students understand this passage, the teacher might translate
"quietus" and "bare bodkin" as follows, placing the traditional in
brackets:
When he himself might his [suicide or release from life]
With a [sharp, pointed dagger?]
Particular words should be modernized initially in the adaptation.
I
,
t
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Thus, "players" becomes "actors"; "thee" becomes "you." It Is not
necessary, however, to maintain the modernization of all words throughout.
Once the student becomes familiar with the modern word, the teacher can
shift to the original word to arouse the student's curiosity and to build
his vocabulary. "Actors" can revert to "players" and "silent show" to the
original "dumb show" or "pantomime." In an adaptation for culturally
different slow learners, consistency is necessary only until learning
goals have been met. Then the teacher can move on to others.
The Hamlet story in the adaptation is told mainly in the third person.
Sometimes, the first person is used in circumstances that lend themselves
to it. Also, the first person can be used by teachers interpreting
difficult passages to culturally different high school students.
The act, scene, and line designations should be retained for dramas
so that students can quickly refer to the original selection and evaluate
their reading ability in the original. Original excerpts in the adapta-
tion should also be set apart and indented. In this way, students can
differentiate the excerpts from the paraphrased and summarized portions
of the adaptation.
An adaptation of a long literary work need not be developed all at
once. It can be done over a period of time in conjunction with a teacher's
daily lesson plans until the entire project is finished. Moreover, it need
not approximate either in format or in length a commercial adaptation of a
book publisher. The effectiveness of the teacher-made adaptation is that
it can he made specifically to suit the needs of a particular class of
students.
k
The basic intent of this investigator is to develop a methodological
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procedure whereby culturally different slow learners can readily study
the classical literature of the regular curriculum. The adaptation of
Hamlet which follows is a vehicle that conveys this intent.
Haml et
Persons in the Play :
1 . Claudius, King of Denmark and uncle of Prince Hamlet
2. Hamlet, nephew of the King
3. Gertrude, Queen of Denmark and mother of Hamlet
4. Polonius, counselor to the King
5. Laertes, son of Polonius
6. Ophelia, daughter of Polonius and Hamlet's girlfriend
7. Horatio, friend of Hamlet
8. Ghost of Hamlet's father
9. Voltemand ~|
.
10 .
\ Claudius' ambassadors to Norway
Cornelius )
11. Rosencrantz 1
12. Guildenstern ( boyhood friends of Hamlet and spies of
/ Claudius
13. Osric, a gentleman of the Court and loyal servant of Claudius
14. Marcell us
^
15. Bernardo > soldiers of Denmark
16. Francisco '
17. Reynaldo, servant of Polonius
18. Fortinbras, Prince of Norway
19. A Gentleman
i
20. The Traveling Players
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21, Two Clowns, gravediggers
22.. A Norwegian Captain
23. English Ambassadors
24. Lords, Ladies, Priests, Officers, Soldiers,
Sailors, Messengers, Attendants
Scene: The Castle in Elsinore, Denmark
Act I
Scene I. Elsinore Castle--The guard duty of Bernardo, Francisco, and
Marcell us, Danish soldiers
One night at Elsinore Castle in Denmark, about 400 years ago, two
Danish soldiers, Bernardo and Francisco, were on guard duty on the roof
of the castle. The night was so quiet that Francisco said that "not a
mouse [was] stirring." (I. i. 1.11.)
At midnight, Francisco was relieved by Marcellus, another soldier.
Marcellus brought with him a friend and university student named Horatio.
The truth is that King Hamlet of Elsinore Castle had recently been killed.
During the two previous nights, Bernardo and Francisco had seen the ghost
of their king. They believed in ghosts, and so did Marcellus. Horatio,
the university student, did not believe in ghosts. He considered ghosts
to be mere tricks of a person's mind. He was therefore invited by
Marcellus to join in the third night of guard duty to see for himself the
ghost of King Hamlet and to talk to it. Horatio insisted that no ghost
would appear, and he asked Bernardo to tell him again how the ghost of
King Hamlet had appeared the two previous nights. However, just as
Bernardo had begun to tell him, Marcellus shouted out:
Peace! break thee off! Look where it comes again!
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[You are] a scholar; speak to it, Horatio!
.
(1,1.11 . 49-51.)
Horatio saw the ghost. Trembling with fear, he demanded that it
speak to him. The ghost, however, simply turned and disappeared into the
night. Then Bernardo scolded Horatio:
How now, Horatio? You tremble and look pale.
Is not this something more than fantasy?
(I.i.ll. 64-65.)
Horatio admitted that the ghost looked like the king and wore battle
armor like that which the king wore when he fought against King Fortinbras
of Norway. Bernardo then asked Horatio what he thought about ghosts and
about the appearance of the ghost of King Hamlet twice before. Horatio
answered:
Before my God I might not this believe
Without the sensible and true [sight]
Of [my] own eyes.
(I.i.ll. 67-69.)
The men began to wonder why the ghost had appeared on three occasions
They also became concerned about Denmark's haste in preparing for war
.
Marcel! us explained that Denmark was preparing against an attack by the
Norwegians
.
Horatio further explained that, at one time. King Fortinbras of
Norway had forced King Hamlet into war during which the latter killed the
former. The subsequent peace treaty provided that King Hamlet keep the
Norwegian land he had won. Prince Fortinbras always wanted to take back
that Norwegian land. On hearing King Hamlet was dead, and
thinking that
Denmark was without a king. Prince Fortinbras gathered an army to
invade
Denmark and take back the land his father had lost.
v 4
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Oust as Horatio finished his explanation, the ghost appeared again,
and Horatio yelled loudly:
Lo, where it comes again!
I'll cross it, though it blast me.--
Stay illusion!
If [you have] any sound, or use of voice.
Speak to me.
If there be any good things to be done.
That may to [you] do ease, and [give] grace to me.
Speak to me.
If [you have information of Denmark's] fate
Which happily [may avoid trouble for us],
0, speak!
(I.i.ll. 139-148.)
Just then the rooster crowed, and the ghost again disappeared with-
out speaking. As it faded into thin air, Marcellus, Bernardo and Horatio
hit frantically at it with their weapons. Marcellus then said that
We do it wrong, [since it is the ghost of our king].
To [try to do violence to it];
For it is as the air, invulnerable.
And our vain blows [are] malicious mockery.
(I.i.ll. 158-161.)
Bernardo noticed that a rooster had crowed just as the ghost of
Hamlet's father was about to speak. He believed that roosters crowed
every day at dawn to awaken the god of day. He also believed that
ghosts hurry to their underground hideouts when daybreak appears and do
not come out again until night. He had heard, too, that, during the
celebration of the birth of Christ at Christmas, roosters crow all
night long. Then ghosts, fairies, and witches do not leave their hide-
outs, and there is peace on earth. All of these superstitions
Bernardo believed, and he related them to Horatio. Horatio, who had not
helieved in ghosts, readily admitted that he too believed some of the
He admitted that he had truly seen the ghost of King Hamlet.superstitions.
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Horatio suggested that they should immediately find Prince Hamlet
to tell him about the ghost of his father, and they left in search
of Hamlet.
Scene II. Elsinore Castle--A general assembly of persons of the Court--
: Claudius, Gertrude, Hamlet, Polonius, Laertes, Ophelia,
i Lords Attendants, and Others.
Claudius, within a month after the death of his brother, King Hamlet,
married his brother's wife, Gertrude, and became King of Denmark. At
this meeting of royalty, lords, and ladies, he apologized for having
married during such times of grief and war. He told the audience that
Young Fortinbras had sent messages asking for the return of land that
Norway lost to Denmark. Claudius said that Fortinbras had been threaten-
ing war without the knowledge of his uncle, the present King of Norway,
who was very sick in bed.
During the meeting, Claudius sent Voltemand and Cornelius, two
Danish messengers, to Norway to tell the king of the trouble that his
nephew, Young Fortinbras, was creating.
Then Claudius gave Laertes permission to return to France. Laertes
had come home from France to attend King Hamlet's funeral. When the
general court business finished, Claudius turned to Prince Hamlet and
remarked on the Prince's sadness. So did Gertrude, Hamlet's mother and
new wife of Hamlet's Uncle Claudius. She told Hamlet not to think so
much about his father's death. She said:
[You know that it is] common.
All that lives must die,
Passing through nature to- eterni ty
.
(I'.ii.ll. 76-73.)
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Claudius also warned Hamlet about sulking so much over his father's
death.:
[It is very sweet and commendable of you,] Hamlet,
To mourn so much over your father's death;
But you must know, your father lost a father;
That father lost, lost his, and the survivor, bound
In [family obligation must show sorrow at the funeral
And some time afterwards.] But to persevere
[And continue to show sorrow for a long time] is a course
Of impious stubbornness. It is unmanly grief;
It shov/s a will most incorrect to heaven,
A heart unfortified, a mind impatient.
An understanding simple and unschooled;
For what we know must be, and is as common
As any the most vulgar thing [we know of],
Why should we in our [childish] opposition
Take it to heart?
We pray you throw to earth
This [continued unnecessary sadness,] and think of us
As of a father; for let the world [understand]
You are the [next King of Denmark],
And with no less nobility of love
Than that which dearest father bears his son
Do I [bear] toward you.
(I.ii.ll. 92-118.)
Hamlet was also asked not to go back to the University of Wittenberg
in Germany, where he was a student before his father's death. Both
Claudius and Gertrude asked Hamlet to stay in Denmark so that he could
, be comforted by them. Hamlet agreed not to return to school, and Gertrude
and Claudius left the room.
Nevertheless, Hamlet became more sad and melancholy. He began
talking aloud to himself. He wished that his solid, healthy body would
melt into dew or become liquid. He wished that God did not frown upon
these who commit suicide. He said that the world is a garden full of
weeds where seeds will not grow. He also said that only bad and evil
things live in the world.
,
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Still talking to himself, he remembered that his father had been
dead less than two months; yet, his mother -and his uncle had married
just one month after his father's death. He wondered how his mother
could marry his uncle. His father loved his mother so much that he
would fight the wind if it touched her face too roughly. In calling his
mother weak, he said:
Frailty, thy name is woman!
(I.tt.l . 152.)
Hamlet, still all alone, continued to say aloud what was going
through his mind:
0 God! a beast [that has no brain to think]
Would have mourned longer--married with my uncle;
My father's brother, but no more like my father
Than I to Hercules. Within a month,
[Before] yet the salt of most unrighteous tears
Had left the flushing in her galled eyes,
She married. 0, most wicked speed, to [hurry]
With such [cleverness] to incestuous sheets!
It is not, nor it cannot come to good.
But [it] breaks my heart, for I must hold my tongue!
(I.ii.ll. 156-165.)
Hamlet was interrupted by Horatio, Marcell us, and Bernardo. Horatio
explained that he had come home from the University of Wittenberg to the
funeral of Hamlet's father. Horatio then told Hamlet that his father s
ghost had been seen at midnight two nights in a row by Bernardo and
Marcel! us. and on that night by all three of them. Hamlet asked Horatio
why he did not speak to his father. Horatio answered:
But answer made it none. Yet, my Lord, I did; once [I thought]
It lifted up its head and did [make]
A motion, like as it would speak;
But even then the morning [rooster] crew loud.
And at the sound it shrunk in haste away
And vanished from our sight.
*. (I.ii.ll. 228-234.)
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Hamlet thanked his friends Horatio, Bernardo and Marcellus for the
news. He asked them to tell no one else, and he promised to come with
them that night between eleven and twelve o'clock to stand watch with
them.
Scene III. Polonius' house in Elsinore, Denmark--A family affair
Laertes, Ophelia, Polonius
Laertes had packed and was ready to return to France. As he was
ahout to leave, he gave last minute advice and instructions to Ophelia,
his sister and Hamlet's girlfriend. First, he told her to write to him.
Then he told her not to let Hamlet make love to her. He explained that
Hamlet's love was hot and youthful but not lasting. He further explained
that Hamlet might possibly love her, but because of his noble birth he
would not be able to choose a wife for himself as common people do. Hamlet
has to think of the entire state of Denmark when choosing a wife. The
choice has to be made by the royal counsel and by his royal family.
Laertes cautioned Ophelia that she should
Then weigh what loss your honor may sustain
[If with too believing an ear you listen to his love talk.
Or lost your heart, or your virginity give to him
Because of his youthful begging.]
(I.iii.ll. 32-35.)
Ophelia graciously thanked her brother for the good advice and warned
him to practice the same advice himself while in France.
Then Polonius, Laertes' father, came into the room to give advice
to Laertes about how he should behave in France. Here is what Polonius
said to Laertes:
1. Always remember your character and your family background.
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2.. Keep some of your thoughts to yourself.
3.. Do not make things seem worse than what they are.
4 . Be friendly, but do not accept close friendships too
quickly.
5. Honor and respect those whom you know to be true
friends, but do not accept as true every new person
who entertains you.
6. Do not pick a fight, but, once in a fight, show your
opponent that you are not afraid of him.
7 . Listen to every man's conversation, but speak only
during those few times when you think it necessary
to speak.
8. Listen to the opinions of others, but do not offer
or give your opinions too quickly.
\
9. Don't overdress or pay too much for clothes.
10
.
"Neither a borrower nor a lender be;
[For loans often cause the loss of both money and friendship,
And borrowing means poor management of your own money],
This above all; to thine own self be true.
And it must follow, as the night the day,
Thou canst not then be false to any man."
(I ,iii ,11 . 79-84.)
As he was leaving, Laertes told Ophelia to remember what he had
told her concerning Hamlet. Hearing this and hearing Ophelia answer
that s.he would remember, Polonius himself then had words of caution for
Ophelia, He had heard that Hamlet and Ophelia had been spending many
hours together privately and that Hamlet had been saying expressions of
tender love to her. Even though Ophelia explained that Hamlet had been
most honorable in his love meetings with her, Polonius firmly told her
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that
; r-:: ... * :
- --
You do not understand yourself so cleverly
As [befits] my daughter and your honor.
-
- (Mil, 11 . 103-104.)
Angrily, Polonius told Ophelia that Hamlet was making a fool of
her; that she should not believe anything Hamlet said; and that she
should not meet and talk with Hamlet again. Ophelia dutifully answered,
I shall obey, my lord.
(I.lii.l. 143.)
Scene IV. Elsinore Castle--The watch on the castle for the ghost
Hamlet, Horatio, and Marcel lus
On a very cold night, just before twelve o'clock, Hamlet, Horatio,
and Marcel lus are shown standing watch. They did not have to wait long
before Horatio noticed the ghost and exclaimed.
Look, my lord, it comes!
(I.iv.l. 42.)
Hamlet, in his excitement, loudly spoke:
Angels and ministers of grace defend us!
[Are you a spirit of health or a damned evil spirit.
Do you bring with you the air from heaven or fire from hell.
Are your intentions wicked or good,
You come] in such questionable shape
That I will speak to thee. I'll call thee Hamlet,
King, father, royal Dane. 0, answer me!
(I.iv.ll . 43-49.)
Hamlet, still very much excited, asked the ghost how it could leave
the grave in which the original body was buried, how it could walk the
earth in the very same military armor in which the body of his father
was buried, and why it was frightening him so? The ghost did not
answer. It beckoned Hamlet to leave his friends and follow it to the
t
edge of the castle wall. Horatio and Marcellus, fearing that the ghost
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.meant to harm Hamlet, begged him not to follow. Hamlet wanted to follow
the ghost. He angrily threatened his friends and followed the ghost to
the edge of the castle overlooking the water in the moat helow. Horatio
and Marcellus let Hamlet go, but they slowly followed so that they could
watch Hamlet and the ghost from a distance. Marcellus, who was very much
worried that the ghost would hurt Hamlet, said to Horatio that
Something is rotten in the state of Denmark.
(I.iv.l. 100.)
Scene V. Still on top of the castle--Away from Horatio and Marcellus
Hamlet and the Ghost of King Hamlet
When the ghost was certain that Horatio and Marcellus could not hear,
it told Hamlet that it was the ghost of his father. It told Hamlet that
it was
Doomed for a certain term to walk the night.
And for the day confined to [stay] in fires,
Until the foul crimes done in my days of nature
- Are burnt and [cleansed] away.
(I.v.ll. 15-18.)
The ghost also told Hamlet that it would not tell the secrets of the
place where it lived during the day in sulphurous and tormenting flames.
It said that such secrets would make Hamlet's flesh crawl with horror.
It asked Hamlet to get revenge on the murderer of his father. This
was the first time that Hamlet actually knew that his father had been
murdered. Then the ghost told Hamlet how it was done. One day while
King Hamlet was taking his usual afternoon nap in the orchard, Claudius,
the king's brother, quietly crept into the orchard and poured poison
into
his. ear. The poison acted quickly. It made the blood curdle
like sour
milk, and it urned the king's smooth skin to crust:
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Thus was I, sleeping, by a brother's hand
Of life, of crown, of queen, at once [deprived of-,
Killed at the height of my sins,
Before I could make my peace with God,
But sent to my death]
With, all my [sins] on my head.
(I .V .11 . 81-86.)
Daylight was approaching. Soon the ghost would have to leave.
Before it left, it told Hamlet that he must never accept his uncle as
king. It said that Hamlet should not
Let... the royal bed of Denmark be
A [bed] for luxury and damned incest.
(I.v.ll. 89-90.)
Hamlet was also cautioned not to injure or hurt his mother in any way.
The ghost told Hamlet to
Leave her to heaven.
And to those thorns that in her bosom lodge
To prick and sting her.
(I.v.ll. 93-95.)
Then the ghost left, Hamlet was so horrified by what he heard that
he. swore. He was so angry that he swore to forget all books, all
records of the past, everything in his brain both past and present. He
would concentrate only on one thing--revenge on Claudius for killing his
father.
As he thought about the situation, Horatio and Marcellus came to
him. Hamlet begged Horatio and Marcellus to swear never to mention what
they had just seen. As Hamlet begged them, the ghost's voice was heard
from beneath the earth. It said:
Swear by [Hamlet's] sword.
(I.Y.l. 185.)
The ghost had gone back to his grave and had spoken from the grave.
I
The startled Horatio and Marcellus quickly swore that they would tell no
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one what had happened that night on the battlement of the castle.
Act II
'
Scene I. Polonius' house in Elsinore
Polonius, Reynaldo, and Ophelia
The scene opens with old Polonius preparing to send Reynaldo, a
family servant, to France to give Laertes some money, to tell him of
the latest news from Denmark, and to spy on him to see what kind of life
Laertes was living. Polonius told Reynaldo to ask Laertes' friends, not
Laertes, about what his son was doing. He even told Reynaldo to lie a
little about Laertes, such as he drinks, gambles, swears and runs after
loose women. Polonius' reasoning was that such lies would cause the
friends to agree or disagree with Reynaldo. Thus, Reynaldo would
By indirection find directions out.
(Il.i.l. 72.)
Therefore, if Reynaldo said that Laertes always cursed in front of
the ladies, his friends would answer either "Yes" or "No" as they knew
Laertes. In this way, Reynaldo would learn the truth about Laertes.
At one point, Polonius forgot what he was saying to Reynaldo.
Reynaldo then reminded Polonius. After some thought, Polonius remembered
and continued his instructions to Reynaldo. He was not to correct Laertes'
behavior. He was simply to spy on him and to report to Polonius.
As Reynaldo left, Ophelia suddenly rushed into the room in a
frightening manner and addressed Polonius:
My lord, as I was sewing in my [bedroom],
Lord Hamlet, with his [coat fully opened].
No hat upon his head, his stockings [twisted],
Ungartered, and [fallen'down to his ankles];
Pale as his shirt, his knees ' knocking each other,
And with a look so piteous in [appearance]
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As tf he had been loosed out of hell
To speak of horrors--he comes before me.
(U.i.ll. 86-93.)
When asked by Polonius if Hamlet were "mad for Her love," Ophelia
innocently answered that she did not know but thought that he was. When
asked what Hamlet did next, Ophelia answered:
He took me by the wrist and held me hard;
[Then he pulled an arm's length away from me.
And with his other hand on his forehead like a sunshade.
He began to look at my face]
As [if to] draw it. Long stayed he so.
At last, [he began to shake my arm.
And three] times he waved his head up and down [like this].
He raised a sigh so piteous and profound
As it did seem to shatter all [of his body]
And end his being. That done, he lets me go,
And with his head over his shoulder turned
He seemed to find his way without his eyes,
For out [of the door] he went without their help
[For he was still looking back at me when he went out the door].
(Il.i.ll. 98-111.)
Polonius asked Ophelia if she had argued with Hamlet to make him
"mad." She answered that she had not seen him and had not accepted his
love letters as she was instructed to do. Polonius was then certain
that Hamlet had lost his mind because Ophelia would not see him. He
was also sorry that he had not watched Hamlet more closely. Polonius
said to Ophelia:
I fear he did but trifle
And meant to [rape you].
(Il.i.ll. 124-125.)
Polonius was. certain that Hamlet's actions had grown out of his
frustration for Ophelia's love. He immediately told Ophelia that they
must go and tell Claudius. He said that the love affair should not be
hidden. It was better for Claudius and Gertrude to know right away
that Hamlet was madly in love with Ophelia, a girl of a lower social
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class. They would be hurt less than if they were never told about the
affair and had to find out about it from gossip or accident.
Scene II. Elsinore--An assembly room in the castle
Claudius, Gertrude, Rosencrantz, Guildenstern, Others
As the scene begins, Claudius and Gertrude are seen welcoming
Rosencrantz and Guildenstern back to court. They have been away but
were called back to court by Claudius and Gertrude to spy on Hamlet,
their friend. Hamlet likes them very much.
Claudius told them that Hamlet's madness seemed to be about more
than King Hamlet's death. He asked Rosencrantz and Guildenstern to use
their friendship to find out what caused Hamlet to act in a crazy way.
Both agreed to spy on Hamlet for the money that Claudius promised them.
Gertrude thanked them by saying.
Thanks, Guildenstern and gentle Rosencrantz.
And I [ask] you instantly to visit
• My too much changed son. --Go, some of you,
And bring these gentlemen where Hamlet is.
(II.ii.ll. 36-39.)
Rosencrantz and Guildenstern left to find Hamlet. At the same
time, Polonius, Cornelius and Voltemand appeared in front of Claudius
and Gertrude. Cornelius and Voltemand, the two Danish messengers to
Norway, reported that young Fortinbras' uncle was told that his nephew
had been threatening to invade Denmark. The old king, who had been sick
In bed, did not know what Fortinbras had been doing. He thought that
his nephew was preparing to attack Poland instead of Denmark.
Fortinbras promised his uncle that he would not cross over into
Denmark with his army. The uncle, in turn, allowed Fortinbras to keep
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his army. He also gave him money to supply the army for an attack on
Poland. However, to attack Poland, fortinbras had to march his army
through Denmark. Cornelius and Voltemand told Fortinbras that Claudius
would give permission for his army to march peacefully through Denmark
on the way to Poland.
After that business was finished, Polonius began his story about
Hamlet to the king and queen. The old man used the word "mad" four
times in the first three sentences of his speech:
I will be brief. Your noble son is mad.
Mad call I it; for, to define true madness.
What is it but to be nothing else but mad?
But let that go.
(II. ii .11 . 98-101.)
When asked by the queen to tell his story quickly, Polonius unfolded
love letters which Hamlet had written to Ophelia. He began to read a
letter which was part poetry and part prose:
Doubt thou the stars are fire;
- Doubt that the sun doth move;
Doubt truth to be a liar;
But never doubt I love.
0 dear Ophelia, I am [very bad at writing poetry]; I have not
[the skill to say how my heart breaks for you]; but that I love
thee best, 0 most best, believe it. Adieu.
1 am yours] evermore, most dear lady, while this [body] is
[mine], Hamlet.
(II.ii.ll. 124-132.)
Although Polonius was certain that Hamlet's madness was for want
of Ophelia's love, Claudius was not so certain. He wanted more proof.
Yet, Poloni.us still felt that he had the right answer. He was so sure
that he told Claudius to cut off his head if his belief were proved
later to be false.
J
,
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Polonius told Claudius and Gertrude that he was honest, loyal,
and obedient to them and to his job. He told them that Ophelia was
loyal and obedient to him, because she had given him her love letters and
had stopped seeing Hamlet as he had asked her to do. She, too, had agreed
with him that Hamlet was royal and could never marry a girl of middle-
class background.
Claudius still asked Polonius to bring more proof to show the
reason for Hamlet's madness. He still thought that Hamlet might have had
other reasons for his madness. Polonius then remembered that each day
Hamlet walked in the lobby of the castle for at least four hours. He
would plan for Ophelia to meet Hamlet during one of his walks. Then,
both he and Claudius would hide behind the curtains in the room to listen
to the conversation between Hamlet and Ophelia.
Polonius was sure that what they would hear from behind the curtain
would prove beyond a doubt that Hamlet was mad because of Ophelia's re-
fusal to return his love. He even said to Claudius that he would give
up his position as counselor to the king and become a farmer if what he
believed were not true.
As Claudius and Gertrude left, Hamlet entered the room reading a
book. When Polonius asked Hamlet if he knew him, Hamlet answered that
Polonius was a fish peddler. He said that Polonius was not honest, and
he asked Polonius if he had a daughter. When Polonius asked Hamlet what
he was reading in the book, Hamlet answered,
Words, words, words.
(II.it .1 . 210.)
Hamlet's actions very miich confused Polonius. He looked at Hamlet
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and said that his mind had gone much farther than he had thought. Then
Polonius thought about the time when he was a young man. He remembered
that he, too, had once "lost his mind" over the love of a girl. Yet,
Polonius, for the first time, began to feel that there was more than
madness in Hamlet's actions. To himself, he thought aloud:
- m
-Though this be madness, yet there is
method in it.
'
-- (II. it .11 . 222-223.
)
When Polonius left, Hamlet quietly said to himself:
These [meddling] old fools.
(Il.ii.l. 236.)
As Hamlet was thinking about what an old fool Polonius had become,
his thoughts were disturbed by Guildenstern and Rosencrantz who greeted
him with "My honored lord" and "My most dear lord." Hamlet, who had not
seen his friends for a very long time, greeted them with "My excellent
good friends."
wc- Hamlet then asked Rosencrantz and Guildenstern why they had returned
to such a prison as Denmark. They answered that they had returned just
to visit him, and they told Hamlet that Denmark was not a prison to them.
Hamlet answered them by saying,
...for there is nothing either good or bad but thinking
makes it so. To me it is a prison.
(II. ii .11 . 265-266.)
Hamlet did not believe that Rosencrantz and Guildenstern had come
home just to see him. He told them that the funny look in their eyes
told him that they were lying. To save them from having to tell him the
truth, Hamlet told them that he knew that they had been s.ent for by his
uncle and mother to spy on him. It was then that Guildenstern sheepishly
admitted the truth.
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Hamlet told Rosencrantz and Guildenstern that Claudius and Gertrude
wanted to spy on him to learn why he did not laugh anymore, why he did
not follow the routines of court any more, why the earth to him seemed
empty and why the clouds of heaven seemed as foul and diseased fumes or
odors. Hamlet told Rosencrantz and Guildenstern that he believed every-
thing on earth to be false and dirty. More than that, he said that he
hated mankind most of all--man! In the following speech, Hamlet tells
Rosencrantz and Guildenstern exactly how he feels about man:
What a piece of work is a man! [How well he can reason!
What a wonderful mind! In body and in movement how
much he is to be admired!] In action how like an angel!
In [understanding] how like a god! The beauty of the world,
the [greatest] of animals! And yet to me what is this
[purest form] of dust? Man [still does not make me happy--],
no, nor woman neither
(II .ii .11 . 319-324.)
Hamlet recognizes man as the perfect speciman of all animal-kind. In
thinking, body build, action, and understanding, he considers man as
superior to everything else. Yet, he told Rosencrantz and Guildenstern
that he was not interested in either man or woman any more.
Rosencrantz and Guildenstern believed Hamlet to be actually mad.
Later, Hamlet told them differently. When a group of traveling actors
came to the castle to perform, Hamlet greeted them normally. He explained
to Guildenstern that the players would not understand his actions if he
acted crazy with them. To Guildenstern, he said,
I am but mad north-north-west. When the wind is
southerly I know a hawk from a handsaw.
(II .ii .11 . 388-389.)
In other words, Hamlet explained that he acted crazy only when it suited
his purpose or that his madness was simply to fool those whom he wished
to fool
.
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Polonius, at that minute, came back into the room, and Hamlet
immediately began to criticize and hassle him in a very crazy manner.
Then Hamlet left to talk to the actors. He knew the actors because they
had been to Elsinore Castle before. Immediately he asked the main actor
to recite a passionate speech to show the quality of his voice. Hamlet
asked him to recite the speech about the death of Priam, the old king of
Troy.
The actor told how Pyrrhus, the son of the Greek hero Achilles,
searched the castle at Troy until he found Priam, the old king. He told
of how Pyrrhus, with all his young strength, drew his sword and hacked to
pieces the body of Priam. He told of how Hecuba, Priam's wife and queen
of Troy, watched and burst into loud screams and great noise.
The actor told the story with such passion, emotion, and sympathy
that he too began to cry when he told of how Hecuba cried upon seeing her
husband die. Hamlet, seeing how upset the actor had become, stopped the
speech. The tears showed that the player was a man who put his heart into
his acting and felt sympathy in every word of the part about the killing
of Priam.
When he was alone with the leader of the actors, Hamlet asked if he
could play The Murder of Gonzago , a play about the murder of Duke Gonzago
of Vienna. The actor said that he could. Then Hamlet said.
We'll have it tomorrow night. You could, [to help me],
study a speech of some dozen or sixteen lines which
I [will write and insert into the play], could you not?
(II. ii .11 . 546-548.)
! / .
The actor said that he could memorize the part that Hamlet would write
*• v '
and insert into the play. Then the actor left. Hamlet, then all alone,
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began to talk aloud to himself about his troubles. He angrily called
himself a coward for not having already punished Claudius as he had
told his father's ghost he would. He said that the actor showed more
emotion than he. The actor cried and felt sorry for Hecuba who was not
even kin to him. He wondered why the actor cried, for
r- What's Hecuba to him, or he to Hecuba,
That he should weep for her?
(II.ii.ll. 565-566.)
He wondered what the actor would really have done if he had just
been told that an uncle had murdered his father and married his mother.
He was certain that the actor would have gotten revenge and not have
acted like a coward. Hamlet continued to criticize himself:
But I am pigeon-1 ivered and lack gall
To make [my uncle pay], or [before] this
[I should have fed all the hawks in the air]
with [Claudius' guts]. The [bloody, bawdy villain!
0,] An eye for an eye!
Why, what an ass am I! This is [not bravery],
- That I, the son of a dear father murdered,
Prompted to my revenge by heaven and hell,
Must like a whore [just talk, talk, talk],
And fall [to] cursing like a [prostitute],
A [lowly kitchen servant].
Fie upon't. foh! [I'll put my brain to work! I have heard
That guilty persons watching a play will show their guilt
When the play is about crimes which the guilty
Person recognizes as similar to his own crimes].
For murder, though it have no tongue, will speak
[In a most furious way]
I'll have these players
Play something like the murder of my father
Before mine uncle. I'll observe [Claudius'] looks,
[I'll watch his every move; if he but
Bats an eye or wiggles in his seat.
I'll know what to do]
.
The plays the thing
Wherein I'll catch the. conscience of the king.
>
(ll.ii.ll. 584-613.)
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Act III
Scene I. A room in the castle at Elsinore.
Claudius, Gertrude, Polonius, Ophelia, Rosencrantz,
Guildenstern, and Lords
Claudius begins this act by asking Rosencrantz and Guildenstern to
report what they found out about Hamlet's madness. They reported that
Hamlet admitted that he was upset and disturbed. They also said that
Hamlet was clever and smart enough not to tell them the reason that he
was disturbed. They said that Hamlet became happy and full of joy only
when they mentioned the actors whom they saw coming to Elsinore Castle.
Rosencrantz and Guildenstern told Claudius and Gertrude that the actors
had already arrived and that they were going to put on a play that night
at the castle.
Polonius then told the king and queen that Hamlet wanted them to
come to the play. They said that they would come. Before Rosencrantz
and Guildenstern left, Claudius told them to continue to learn the true
reason for Hamlet's madness. Gertrude then left the room.
When they were alone, Claudius and Polonius explained to Ophelia
what she must do to trap Hamlet into proving that his madness was the
result of her rejection of him. Polonius showed Ophelia where she was
to walk, and he gave her a book so she could pretend to be reading.
Claudius and Polonius got behind the curtains as Hamlet approached. He
was talking aloud to himself, and this is what he was saying:
To be, or not to be, that is the question:
[Or to kill Claudius or not to kill Claudius,
That is what I have to decide.
Which is better— to keep all my problems
wrapped up inside my aching body,
Or to get revenge on Claudius for my father's
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death and get it over with quickly.
Because we are afraid of what happens to
sinners or criminals after death, we let
our conscience make cowards of us all.
But I must hush, for there stands Ophelia].
(III. i. 11. 64-97.)
Hamlet, not knowing that Polonius and Claudius were listening,
accepted Ophelia's warm greeting. Then he immediately began to scorn
and talk mean to her. He told her that the love letters which she tried
to return were not given to her by him. He said that she was not an
honest girl and that she should go to a nunnery and become a Catholic
sister. He hoped that she would never marry. If she did, he wished
that she could never have children and that her husband would be a fool,
not a wise man.
Ophelia became excited and confused. She looked toward heaven and
said.
0 Heavenly powers, [help bring back his mind!]
(III.i.1. 151.)
Still, Hamlet continued to talk mean to Ophelia. He mentioned how women
use lipstick to paint over the natural face that God has given them. He
raved about how women try to "walk cute" and "talk cute" to make men like
them. Finally, he said that he hated all women and all marriages, for
women and marriages have made him mad. As Ophelia listened in fear.
Hamlet shouted at her:
Go to. I'll no more on it! it hath made me mad.
I say, we will have no [more] marriages. Those
that are married already--all but one--shall
live; the rest shall keep as they are.
To a nunnery, go.
(III. i. 11. 156-159.)
Ophelia became more confused than ever. She truly believed that
their broken love affair had caused Hamlet to "lose his. mind." She
hurried from the room, and Hamlet followed her. Then Claudius and
Polonius came out from their hiding place and began to discuss what they
had heard. Claudius spoke first:
Love? His [desires do not seem that way,
Nor did what he said seem like love, although it was somewhat
Confused, his speech was not like madness.] There's something
In his soul [which causes him to be sad and to be angry.
And I believe that whatever it is will
Cause some trouble; in order to prevent trouble,
I have decided to send him to England right away
To collect the taxes which England owes us.
The sea, a different country, different objects will
Make him forget what's bothering him.
What do you think of my plan, Polonius?]
(III. i. 11. 172-185.)
Polonius thought that the plan might work, but he, unlike Claudius,
did not believe that Hamlet might have been faking madness. He v/as still
certain that neglected love caused Hamlet's madness. So, he asked
Claudius for one more chance to prove himself correct before sending
Hamlet to England. We asked for permission to hide himself in Gertrude's
bedroom after the play. There Gertrude would send for Hamlet to question
him angrily about reasons for his madness. If he and Gertrude were not
certain that his theory was correct, then Polonius would agree that Hamlet
should be sent to England. Claudius agreed to Polonius' plan.
Scene II. A hall in the castle.
Hamlet, The Players (Actors), Polonius, Rosencrantz,
Guildenstern, Horatio, Claudius, Gertrude, Others
Hamlet wanted his play to be a success. So, he called three of the
best players to a meeting to
t
give them last minute instructions about how
to speak. He told them not to mouth their words but to speak them
just
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as he had shown them how to pronounce the words earlier. Then, too,
they were not to wave their hands unless the movement had meaning, and
they should suit the action to the words and make the words fit the
action.
Also, they should speak only the words of the play without adding
words of their own. The players agreed to follow Hamlet's instructions.
Then Hamlet dismissed them so that they could get ready to act very
soon thereafter.
Polonius then came to tell Hamlet that the king and queen would
come to see the play. Horatio came into the room next, and Hamlet told
him about his plan to have the players to do a scene every much like the
scene of his father's death. He told Horatio that both of them would
watch Claudius' face. Later, after the play, they would discuss how
Claudius reacted to the death scene in the play.
Soon, the king, queen, Ophelia and others arrived, and the play
began in pantomime. The actors began to act, but they did not speak.
Here is how Shakespeare summarized the silent part of the play:
Enter a King and a Queen very lovingly, the Queen em-
bracing [and hugging] him, and he her. She kneels; and makes
[a show of protest to him.] He takes her up, and [puts]
his head upon her neck. He lies him down upon a bank
of flowers. She, seeing him asleep, leaves him. [Soon]
comes in another man: takes off his crown, kisses it,
pours poison in the sleeper's ears, and leaves him. The
Queen returns, finds the King dead, [cries passionately].
The poisoner, with some three or four [people], comes in
again, [seems to comfort the Queen.] The dead body is
carried away. The poisoner [gives the Queen gifts of love],
she seems [angry foravhile], but in the end accepts love.
(No line designation)
Hamlet explained the silent beginning by saying that the actors
would talk later. Ophelia said that the beginning of the
play was very
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short and hrief. Hamlet answered,
As woman's love [is very brief.]
CHI.it .1 . 165.)
After the pantomime or silent show, the play began in dialogue.
The king in the play told the queen that ladies often tell their husbands
that they will never marry again when the husband dies. Yet, when the
husbands really die, the ladies generally forget what they said, and
they marry again.
The queen in the play answered that she will never marry again and
will be loyal after the king dies. The king then lay down in the garden
to sleep. As the queen looked at her sleeping husband, she said:
[I hope that no trouble will ever come between the
king and me!]
(III.ii.1. 241.)
When Hamlet asked his mother, the queen, how she liked the play,
Gertrude answered:
The lady doth protest too much, [I think.]
(III.ii.1. 243.)
When Claudius asked Hamlet the name of the play, Hamlet said that it was
called "The Mousetrap." He said that the play was similar to an actual
murder done in Vienna. It was about Duke Gonzago and his wife Batista.
Then Lucianus, the nephew to the king in the play came into the
garden where his uncle was sleeping. Lucianus poured poison in the ear
of his uncle as he slept. Hamlet explained to the audience that Lucianus
poisoned his uncle for his money and riches. He also explained that
Lucianus murdered his uncle to get the love of his uncle s
wife.
When Claudius heard what Hamlet said, he did not wait to
see any
more of the play. He had the lights turned on;
then he, Gertrude and
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their followers hurriedly left the auditorium. Only Hamlet and his
friend Horatio were left.
Hamlet told Horatio that his uncle Claudius became frightened by
the poisoning scene. He believed then what his father's ghost had told
him: that Claudius had killed his brother to marry his brother's wife
and become king of Denmark.
As Hamlet stood talking to Horatio, Polonius came in to tell him
that his mother would like to see him in her bedroom.
He said that he would go to see her. He really felt like killing
someone, but did not want to hurt his mother. He promised his father's
ghost that he would "leave her to heaven." Yet, Hamlet did want to make
her feel ashamed of what she did to his father. He said,
Soft! No to my mother!
0 heart, lose not thy nature;
[Don't let me kill my mother as
The Roman Emperor Nero killed his.]
Let me be cruel, not unnatural;
1 will speak [mean to her but
Not enough to drive her crazy.]
(Ill .ii .11 . 399-403.)
Scene III. A room in the castle.
Claudius, Rosencrantz, Guildenstern, Hamlet
The scene opens with Claudius talking to Rosencrantz and Gui Idenstern
.
He told them that they must hurry and take Hamlet to England. Claudius
said that he was afraid that Hamlet was going to cause trouble for him
and Gertrude. Rosencrantz and Guildenstern agreed to hurry Hamlet
aboard the ship.
When Rosencrantz and Guildenstern left the room, Polonius came in
and told Claudius that Hamlet had* gone to see his mother in her bedroom.
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Polonius said that he will hide hehi.nd the curtain in the hedroom to
hear what Hamlet said to his mother. Then Polonius said.
Fare you well, my [lord.]
I'll call upon you [before] you go to bed
And tell you what I know.
(Iir.iii.il. 35-37.)
When Polonius left, Claudius began to talk to himself. He said
that it is a terrible thing to kill a brother. He said that he had
done the same thing as Cain, who, in a story in the Bible, killed his
brother Abel. He said that prayer will not help him, because he still
has the throne, his ambition, and Gertrude. One cannot ask God to
forgive him if he keeps the things which he killed to get. Yet,
Claudius got on his knees and tried to pray to God, anyway.
Hamlet saw Claudius as he was on his knees trying to pray. He
pulled out his sword and sneaked up behind Claudius to kill him as he
prayed. Hamlet said,
. Now might I do it [quickly], now he is praying;
And now I'll do it.
(III.iii.ll. 76-77.)
As Hamlet was about to strike, he thought of something and put his
sword back into its holder. He realized that Claudius' soul would go
to heaven if he killed him while he prayed. It would be better to kill
Claudius v/hen he was committing a sin, not when he was praying. Then
his soul would go to hell.
He decided to kill Claudius when he became drunk or when in bed with
Gertrude or when gambling or when cursing. Then his soul would be damned
and go to hell
.
Claudius never knew that Hamlet was about to kill him. He got up
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and said that he could not really pray because he was only saying words
with, no thought in them. God needs both words and thoughts, in a prayer.
Scene IV. The queen's bedroom.
Gertrude, Hamlet, Polonius, the Ghost
Polonius arrived before Hamlet. He told Gertrude to be serious
with Hamlet and to tell him how his crazy actions have upset the entire
court. Then Polonius hid behind the curtain.
Hamlet came into the room. Before Gertrude could say too much,
Hamlet grabbed her, sat her down in front of a mirror, and said.
You are the Queen, your husband's brother's wife.
And [I wish it were not true], but you are
my mother.
(III.iv.ll. 18-19.)
Hamlet was so mean and rough with his mother that she screamed,
thinking that he was about to kill her. When Polonius heard the scream,
he yelled "help" from behind the curtain. Hamlet ran to the curtain, drew
his sword, and said,
How now? a rat
(III.iv.1 . 28.)
Then Hamlet plunged his sword through the curtain and killed
Polonius. When Gertrude asked what he had done, Hamlet asked
her if
the person hehind the curtain were Claudius, the king.
When Gertrude
criticized Hamlet for doing such a bloody thing, he replied.
A bloody deed--almost as bad, good mother,
As kill a king, and marry with his brother.
(III. iv. 11. 34-35.)
When Hamlet pulled the curtain back to see who
was behind it, he
saw Polonius. He was very disappointed because
he thought that he had
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killed Claudius. He cursed Polonius as a meddling old fool who got
just what he deserved.
Hamlet then told his mother that he was ashamed of her for marrying
her husband's brother. He told her that she could not have married for
love, because she was too old to feel true love. Then he told her that
she had married a murderer. Gertrude was upset, for she did not know
that Claudius had killed her husband. Hamlet kept talking. He told her
that she has been lying with her husband's brother in the
...sweat of a greasy bed while stewed in
corruption, honeying and making love
(III. iv. 111. 104-105.)
Gertrude cried out:
These words like daggers enter in mine ears.
No more, sweet Hamlet!
(III.iv.ll . 108-109.)
Hamlet spoke so roughly to his mother that the ghost of his father
came into the room to remind him not to hurt Gertrude. Hamlet told the
ghost that he would not hurt his mother, even though he was saying mean
things to her. Then the ghost left.
Gertrude thought Hamlet was crazy and talking to himself. She could
not see the ghost. Only Hamlet could see it when it was in the room.
Hamlet was very sorry that he had talked so evil to his mother. He
apologized to Gertrude. He said,
l must be cruel, only to be kind.
(III. tv. 1 . 199.)
He meant that he talked mean to her because he wanted to help her.
He asked Gertrude not to allow Claudius to touch her again, and
he told
her not to tell Claudius about wha.t he had told her. Gertrude
swore not
''A*
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to tell Claudius that both she and Hamlet knew that he killed King
Hamlet.
Hamlet then told his mother that he knew that Claudius was going
to send him to England with Rosencrantz and Guildenstern whom he knew
to be spies for Claudius. He did not want to go to England, but he would
go along with the plan. Then he said "good night" and left the room
dragging the body of old Polonius behind him.
Act IV
Scene I. A room in the castle.
Claudius, Gertrude, Rosencrantz, Guildenstern
The scene begins with Claudius and Gertrude talking. Claudius
asked about Hamlet. Gertrude told him that Hamlet is really and truly
mad. She explained that he heard something move behind the curtain; he
cried out: "A rat!" Then he killed the unseen Polonius, and then she
protected Hamlet by saying,
He weeps for what is done.
(IV. i .1 . 28.)
Claudius became excited upon hearing Gertrude's report. When
Rosencrantz and Guildenstern came in, Claudius told them to find Hamlet
and take him to England quickly.
Then Claudius told Gertrude that they had to tell their friends how
Hamlet killed Polonius. Claudius was afraid that his friends might think
that he was in on the killing with Hamlet. Then both he and Gertrude
would be in trouble with the people, because the people loved polonius
very much.
,
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Scene II. A passageway In the castle.
r;
-- Hamlet, Rosencrantz, Guildenstern, Gentlemen
Rosencrantz and Guildenstern found Hamlet and told him that he had
to get ready immediately to sail for England. They tried to make Hamlet
tell them what he had done with Polonius' body, but Hamlet would not tell
them.
Scene III. A room in the castle.
Claudius, Rosencrantz, Guildenstern, Hamlet
The scene opens with Claudius, the king, talking to himself. He
told himself that he must be careful about sending Hamlet to England.
Because the people love Hamlet, they must not know that he is sending
Hamlet away. He said that he must send Hamlet away without letting the
people know that there are problems at court.
Rosencrantz and Guildenstern entered to tell Claudius that Hamlet
was outside waiting to know what Claudius wanted to see him about. When
Hamlet came into the room, Claudius asked him what he had done with
Polonius' body. Hamlet jokingly said that Polonius' body was
In heaven. Send [there] to see.
If your messenger find him not
there, [look for] him in the other
Place yourself. But indeed, if you
Find him not within this month, you shall [smell)
Him as you go up the stairs to the lobby.
(IV.iii .11 . 35-38.)
Claudius then told Hamlet that he must be sent to England for his
safety. Hamlet knew better, but he said that he was ready
to leave. He
then said "goodbye" to his mother, but he would not say
"goodbye" to
# IClaudius
.
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Claudius told Rosencrantz and Guildenstern to hurry Hamlet aboard
the ship before the day ended. When everybody left the room, Claudius
again began to talk to himself. He said that because the army of Denmark
had once defeated England in battle, England owed Denmark taxes and a
favor. Therefore, England must kill Hamlet according to the instructions
in the note carried by Rosencrantz and Guildenstern. He also said that
Hamlet had begun to disturb him so much that he cannot be happy until
England kills Hamlet.
Scene IV. Near Elsinore Castle
Young Fortinbras and his army, Hamlet, Rosencrantz, Guildenstern,
Others
As Hamlet was being led to the ship by Rosencrantz and Guildenstern,
he met Prince Fortinbras of Norway and his army. They had been promised
a safe march across Denmark to fight Poland. Hamlet talked to a Norwegian
army captain who said that he was willing to die for Norway on land in
Poland which he had never seen. This made Hamlet realize that he promised
his father's ghost that he would kill Claudius right away. Yet, he had
not done so. All that he had done was to talk about what he was going to
do.
Hamlet did not like the fact that the soldiers could fight and die
for land that they had never seen; yet, he could not kill an uncle who
had killed his father and married his mother. He cursed himself, and said
that a man should do what he is supposed to do, and that he should do it
quickly. He said that any man who just eats and sleeps is nothing but
4
an animal, a beast. Then Hamlet became so angry that he swore to have
bloody thoughts from that moment on:
0, from this time [on],
My thoughts be bloody, or be nothing [at all],
(IV,iv,ll . 67-68.)
Scene V. A room in the castle.
Gertrude, Horatio, a Gentleman
As the scene begins a gentleman is seen telling the queen that
Ophelia, since her father's death, has been acting crazy and saying things
that did not make sense. She had been beating her beast, looking suspi-
ciously at people, and saying that the world is very tricky.
Horatio then told Gertrude that she should speak to Ophelia and
comfort her, because she might say things which might cause the people to
believe that she and Claudius helped to kill Polonius. Gertrude, at first,
did not want to speak to Ophelia, but she decided she would when Horatio
asked her the second time.
Gertrude asked Ophelia how she felt, and Ophelia began to sing as if
she did not hear Gertrude. She sang these words:
How shall I your true love know
From another one?
By his cockle hat and [cane]
And his sandal [shoes].
(IV.v.ll. 25-28.)
She finished that song and sang another one:
He is dead and gone, lady.
He is dead and gone;
At his head a grass-green turf,
At his heels a stone.
(IV.v.ll. 31-34.)
Ophelia stopped singing only when Claudius came into the room. Then
she said: • •
t
I hope all will be well . We must be patient;
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but I cannot [help] but [cry] to think they would
lay him in the cold ground. My brother shall know
Of it; and so I thank you for your good [advice].
Come, my coach! Good night, ladies. Good night,
sweet ladies. Good night, good night.
(IV.v.ll
. 70-75.)
Ophelia made Claudius very much afraid. He ordered Horatio to watch
her every movement. Then Claudius began to talk to Gertrude about
Ophelia's actions:
0, this is the poison of deep [sadness]; it springs
All from her father's death— and now behold!
0 Gertrude, Gertrude,
When sorrow come, they come [not one by one]
But [by the thousands!] First, her father slain;
Next, your son gone, [the people upset
Because of Polonius' death, Ophelia losing
Her mind, and Laertes, her brother has
--
-Secretly returned to Denmark from France.
He hides and listens to the gossip of the people
About Polonius' death.]
0 my dear Gertrude, this [is more than
Enough to kill me.]
(IV.v.ll. 77-79.)
•A noise outside in the halls caused Claudius to call for his Swiss
guards, but it was too late. Laertes, leading a group of Danish citizens,
just then broke into the room where Claudius and Gertrude stood talking.
The people were yelling that Laertes shall be king. Laertes stood beside
the broken door and blocked Claudius' path. He drew his sword and said:
0 thou [evil] king.
Give me my father!
(IV.v.ll. 121-122.)
Laertes was very angry, and he threatened to kill Claudius for the
death of Polonius. Claudius calmed Laertes down. He was about to tell
him that Hamlet killed his father, but Ophelia came in singing.
Laertes did not know that Ophelia had lost her mind, and he was very
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much disturbed and angry. He said that he would get revenge on whoever
was responsible. Claudius told Laertes that he would tell him how
Polonius was killed and why Ophelia became crazy.
Scene VI. Another room in the castle.
Horatio, Servants, Sailors
Horatio servant told him that sailors were at the door with a letter.
The letter was from Hamlet. Horatio took the letter and read it. The
letter said: — — —
[Horatio, when you have read this letter,
send these sailors to Claudius, because they
have letters for him. When we were at sea,
a pirate ship chased our Danish ship. We were
too slow so the pirates caught us and pulled
alongside to fight. During the fight, I
boarded the pirate ship and became their prisoner.
The pirate ship pulled away from our ship with me on board.
When they realized that I was Hamlet, prince of Denmark,
they treated me kindly. Now, I am to do a favor for them.
The sailors have some letters which I wrote. Send them
to Claudius, and you come to me as quickly as you can.
. I will tell you things that will shock you. These fellows
will show you where I am. Rosencrantz and Guildenstern
are still headed for England on the Danish ship.
I have much to tell you about them. Farewell.]
He that thou knowest thine, Hamlet.
(IV. vi. 11. 13-29.)
After having read the letter from Hamlet, Horatio sent some of the
sailors to Claudius, and the others took Horatio to show him where Hamlet
was hiding in Denmark.
Scene VII. Another room in the castle.
•Claudius, Laertes, Gertrude
Claudius already has begun to get Laertes on his side. He told
i
Laertes that they must be good' friends, because Hamlet killed Polonius
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and even threatened him. Laertes asked Claudius why he did not punish
Hamlet for having committed such serious crimes.
Claudius answered that he could not punish Hamlet because Gertrude,
his mother, loves Hamlet so much and because the Danish people love him.
He explained that he loves Gertrude, his wife and queen, so much that he
could never hurt her by punishing Hamlet. Also, the people might believe
Hamlet's story before they might believe his. Therefore, he could not take
the chance of punishing Hamlet in front of the Danish people.
As Claudius and Laertes continued to talk, they were told by a servant
that sailors were at the door with letters from Hamlet for Claudius and
Gertrude. Claudius read his letter to Laertes:
High and Mighty, --You shall know that I [have returned
defenseless to] your kingdom. Tomorrow, shall I [ask permission]
to see your kingly eyes, when I shall first
[begging your pardon, tell you about my quick
and strange return to Denmark.] Hamlet.
(IV.vii.ll. 47-51.)
Laertes was happy that Hamlet came back. He said,
But let him come!
It warms the very sickness in my heart
That I shall live and tell him to his teeth,
[That he killed my father and caused my sister to go crazy.]
(IV.vii.ll. 5.9-62.)
Claudius knew how angry Laertes had become with Hamlet. He told
Laertes that he knew how Hamlet could be killed so that his mother would
even think the killing was an accident. Laertes was ready to do whatever
Claudius wanted him to do, even if it meant that he himself would be the
one to kill Hamlet.
Claudius then asked Laertes what he would like most to do to Hamlet
for killing his father, and Laertes answered angrily:
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To cut hts throat in the church!
(IY.vit.l. 141.)
Claudius, realizing that Laertes was truly angry, told Laertes
about the time Hamlet became jealous of how expert a swordsman Laertes
had become in France. Claudius told of Lamound, a French master swords-
man, who came to Denmark two months before. Lamound told of how the
French swordsmen were afraid to face Laertes, because he could whip them
all. Hamlet heard Lamound, and he became jealous of Laertes. He wished
that Laertes would come home so that he could have a contest with him to
see who would win.
Claudius' plan was to get Hamlet and Laertes to have a contest with
their rapiers or very thin swords. Hamlet would believe the contest to be
friendly, but Laertes would actually be angry with Hamlet. Hamlet also
will not know that the sword which Laertes will use will have poison on
the tip. Hamlet's sword will not have poison on it. Laertes said that
he would dip his sword in a deadly poison which he brought from France.
Just a slight touch with the poisoned sword would kill quickly.
Claudius wanted to be certain that Hamlet would die; he did not want
the plan to fail. He suggested a plan to back up the poisoned sword action.
Claudius said that he will put poison in a cup:
I'll have prepared [for] him
[a cup for the moment, wherein when
he becomes hot and dry and drinks
from it, he will die, if the
poisoned sword doesn't kill him.]
ClY.vt1.ll- 174-178.)
Just as Claudius and Laertes had finished talking about the two
plans
to kill Hamlet, a noise v/as heard outside. It was Gertrude
who rushed into
the room to tell Laertes that Ophelia, his sister, had
drowned.
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She told Laertes about a tree which grew on land but slanted out
oyer a stream of water. Ophelia came with many flowers to hang on the
branches of the slanting tree. She climbed the tree and began putting
different kinds of flowers on the branches of the slanting tree. As
she reached out to hang a flower on a limb of the tree, the limb broke
and Ophelia fell into the water.
She began to sing; her dress spread wide apart and held her up for
a while. She did not seem to know that she was in trouble. She just
kept on singing until her dress became heavy and pulled her under the
water.
Laertes was even more angry and disturbed when he heard about the
drowning of his sister. He left the room in a hurry. Claudius and
Gertrude decided to follow him. Claudius had just stopped Laertes from
killing him and becoming king. Now, he was afraid that Ophelia's drowning
would cause him to act too quickly and spoil the poisoned sword plan to
kill Hamlet.
Act V
Scene I. A churchyard on the grounds of Elsinore Castle.
Two Clowns (gravediggers), Hamlet, Horatio, Claudius, Gertrude,
Laertes, a Priest, Lords, Attendants
This scene opened with two clowns or gravediggers. They were
digging the grave for the burial of Ophelia. Hamlet and Horatio approached
the gravediggers who were working and singing. Hamlet became angry with
them because death to him was serious business. Gravediggers should not
»
sing when digging a grave. . .
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-As Hamlet and Horatio got closer, one of the gravediggers threw
up a skull with his shovel. Then he threw up another skull. Hamlet
-asked the gravedigger if he knew whose skull it was that he had just
found. He answered that it was the skull of Yorick, King Hamlet's court
jester.
Hamlet picked up the skull, lookei at it, and said to Horatio:
Alas, poor Yorick!
I knew Him, Horatio. A fellow of [many funny jokes ]
He [carried] me on his back a thousand times [when I was a
child.] Here hung those lips that I have kissed [so many
times I can't remember.]
(V.i.ll. 177-180.)
Hamlet did not like the smell of Yorick's skull. So, he put it
down and said that people do not know what becomes of their bodies when
they die. He said that the body turns to dirt, and the dirt can be used
for anything by those who still live.
As he was talking about what happens to the body after death,
Claudius, Gertrude, Laertes, Priests, Lords, and Attendants with a coffin
entered the graveyard. Hamlet and Horatio, seeing the funeral procession
approach, hid to see whose body was being buried. Hamlet wondered who it
was whom the king and queen were following, especially since the funeral
did not have all the ceremony of a full Christian burial.
Hamlet heard Laertes talking to the priest. He learned that it was
Ophelia's, funeral. He heard the priest telling Laertes that
Ophelia could
not have a full Christian funeral, because the church did not
know whether
or not her death was suicide. Therefore, since her
death was doubtful,
Ophelia must have a short, simple funeral with no singing.
A full
Christian burial would have had singing, and more
people would have
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attended the funeral
.
Laertes' anger grew. He shouted hitterly to the priest:
Lay her in the earth.
And from her fair and unpolluted flesh
May violets [growl] I tell thee-- [country] priest,
A [lovely] angel shall my sister be
When [you lie howling in hell.]
(V.i.ll. 233-237.)
At that moment, Gertrude dropped flowers on the body of Ophelia
which had already been lowered into the grave. As she scattered the
flowers on Ophelia, Gertrude said,
Sweets to the sweet.' Farewell.
I hoped that [you would] have been my Hamlet's wife;
I thought [I would have given you something for your
wedding], sweet maid, and not have [to put flowers
on your] grave.
(V.i.ll. 239-242.)
Just as Gertrude finished throwing flowers into the grave, Laertes
jumped into the grave and begged the gravediggers to cover his body with
dirt along with Ophelia's. He was very serious and very much upset.
After having seen Laertes jump into the grave, Hamlet came from his
hiding place and jumped into the grave beside Laertes. They began to
fight in the grave, and Hamlet yelled for Laertes to take his hands away
from his throat.
When servants pulled Hamlet and Laertes apart, Hamlet said that he
loved Ophelia and would fight with Laertes over her until his eyes could
no longer move. Hamlet shouted to Laertes as follows:
I loved Ophelia. Forty thousand brothers
could not (with all their quantity of love) make up [how much I
loved her.] What [will you do, Laertes, to prove your love
for Ophelia?] .
, (V.i.ll. 270-272.)
.
4
Laertes did not answer; he was so terribly angry. Claudius said
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that Hamlet was truly mad, and Gertrude asked the servants to stop Hamlet
from arguing with Laertes. Hamlet, too, was angry, and the servants could
not stop him from arguing.
He said that he would do many things to prove his love for Ophelia.
He said that he would cry for her, fight, fast, wound himself, drink
vinegar, and eat a crocodile to prove how much he loved Ophelia. He
then asked Laertes if he would so the same things. Hamlet also said that
he too was willing to be buried alive with Ophelia.
When Hamlet calmed down, he asked Laertes why he tried to fight him
in the grave. Then he changed his mind and did not wait for Laertes to
answer. Instead, Hamlet said to Laertes in a sarcastic tone:
What is the reason that you use me thus? I loved you ever.
But it [doesn't matter why you want to fight me.]
Let Hercules himself do what he may,
The cat will mew, and [every] dog will have his day.
(V.i.ll. 292-295.)
Gertrude, like a true mother, looked at Hamlet and said that his
madness would go away when he became calm completely. Claudius called
Laertes aside to tell him that the plan to kill Hamlet must be put in
practice right away.
Scene II. A hall in the castle.
Hamlet, Horatio, Osric, a gentleman of the court
The scene opens with Hamlet and Horatio talking. Hamlet is shown
explaining to Horatio about how he escaped from the Danish ship to
England. He said that
There is a divinity that shapes our ends.
[No matter which path of. life we follow.]
• out. 11. 11-12.)
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Actually, Hamlet said that no matter what type of life a person may live,
God is always there to help when the person is in trouble. He said that
one night he could not sleep. So, he got up, went in the dark to the
room of Rosencrantz and Guildenstern
,
opened their baggage, took out
Claudius' message to the king of England, and went back to his own room.
He then read the message which told the king of England to have his head
cut off with an axe.
Hamlet said that he copied the letter on another sheet of paper and
made the handwriting just like that of Claudius. In his letter, he told
the king of England to kill Rosencrantz and Guildenstern as soon as they
reached England. He sealed the letter v/ith the official ring of his
father, which he happened to have had in his pocket. Then he went back
to the room of Rosencrantz and Guildenstern and put the new letter into
their baggage.
The next day was the sea fight when he escaped to the pirate ship.
He said that he was not sorry about Rosencrantz and Guildenstern, since
they knew that they were taking him to his death. He was sorry about
his fight with Laertes, and he said that he will apologize to Laertes
when he sees him.
As Hamlet and Horatio talked, Osic, a gentleman of the court and
friend of King Claudius, came to Hamlet to tell him that Claudius had bet
Laertes that Hamlet could win over him in a sword fight for fun.
Claudius had bet six African horses that Hamlet would win, and Laertes
had bet Claudius six French swords that he would win over Hamlet.
In twelve tries between the two, if Laertes were no more than two
points better than Hamlet, then Hamlet would be the winner. Laertes was
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a much better swordsman than Hamlet so Claudius allowed Hamlet a handicap
or advantage. All of this, Osric told Hamlet. Hamlet agreed to the con-
test.
When Horatio told Hamlet that he will lose to Laertes, Hamlet
answered:
I do not think so. Since he went to France
I have been in continual practice; I shall win at the
odds [he has given me.] But [I do feel somewhat sick
at heart and sad about this. But, what does it matter.]
(V.ii.ll. 209-212.)
Horatio was afraid for Hamlet to ficht Laertes, even though the fight
was supposed to be a fun game. He told Hamlet that he would say that
Hamlet was sick and could not fight. Hamlet said that he would fight
because no man "goes before his time comes." Hamlet used a sparrow to
explain to Horatio why he must fight Laertes. He said that
...there's a special providence in the fall of a sparrow.
[If the sparrow is to die now, he then cannot die later,
because he will already be dead; if he is not to die tomorrow,
then he is to die today; if he is not to die now, then he is
to die at a later date, for death will come sometime. Being
ready to die is what counts, and since no man can take his
property with him, what does it matter when a person dies.
Let's not talk about it.]
(V.ii.ll. 217-223.)
Claudius brought Laertes to Hamlet, and Hamlet and Laertes shook
hands. Hamlet then asked Laertes to forgive him. He said that it was
his madness which made him attack Laertes in Ophelia's grave. He said
that had he been in his right mind, he would never have fought with
Laertes.
Laertes said that he would have to talk to a committee of wise men
to see what they had to say about his forgiving Hamlet. Until he could
talk to them, he would respect HamTet with the same kind of love and
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loyalty as Hamlet would show him. He said that he would not do wrong to
Hamlet. Hamlet was happy that Laertes had become friendly. Hamlet then
said that he was ready to obey fairly and squarely the rules of the
contest.
Hamlet and Laertes chose swords. First, Laertes picked up a sword
and put it back. He said that it was too heavy. Then he picked up the
poisoned sword. Hamlet picked up the one that was not poisoned. As they
began the contest, Claudius called for a drink of wine. He drank to
Hamlet's health. Then he took a large pearl, held it up to Hamlet, and
said,
Hamlet, this pearl is thine;
Here's to [your] health.
(V.ii.ll. 293-294.)
Then Claudius dropped the pearl in a cup, and he called to Hamlet to have
a drink from the cup.
It was a pearl richer than those in the crowns of four earlier kings
of Denmark, including the pearl in the crown of Hamlet's father. Hamlet
told the king that he was too busy to drink, fie said.
I'll play this bout first, set it by
[until I have finished this match.]
(V.ii.ll. 296-297.)
Then Hamlet lunged at Laertes and scored a hit. The king yelled
out:
Our son shall win,
(V.tt.l. 293.)
and the queen answered:
He's fat, and [short] of breath.
Here, Hamlet, take my [handkerchief], rub [your] brows.
[Your mother is happy that you are playing so well, Hamlet.]
(V.ii.ll. 300-302.)
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Hamlet thanked his mother. Then he heard Claudius yell out
again:
Gertrude, do not drink!
(V.ii.l. 306.)
Gertrude drank the wine anyway, and Claudius said quietly to himself:
It is the poisoned cup; it is too late.
(V.ii.l. 306.)
Laertes, who had been toying with Hamlet, saw the queen drink from
the poisoned cup. He told Claudius that it was time to kill Hamlet,
although Laertes did not want to do so, since Gertrude had drunk the
poison. Claudius, knowing that Gertrude would soon die, was not then
certain that he wanted Hamlet killed either, but Laertes stuck Hamlet
anyway.
When Hamlet realized that Laertes was really fighting, he began to
wrestle with Laertes, and each dropped his sword. Laertes picked up
Hamlet's sword, and Hamlet picked up the poisoned sword of Laertes.
Hamlet angrily stuck Laertes, although he did not know that the sword
had poison on it.
Then the queen called to Hamlet that she had drunk from a poisoned
cup. After that, she died. Hamlet told the servants to lock the doors
so that no one could leave.
The wounded Laertes then spoke:
It is here, Hamlet. Hamlet, [you are dying];
No medicine in the world can do [you] good.
In [you] there is not half an hour of life.
The treacherous [sword] is in [your] hand,
Uncovered and poisoned. The [evil trick
Has turned itself on me. Lo, here I lie,
Never to rise again,] [Your] mother is poisoned.
[I can talk no more'.] The King, the King is to blame.
(V.ii.ll. 333-340.)
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When Hamlet heard Laertes say that his uncle, the king, was to
blame, Hamlet stuck Claudius with the poisoned sword. Then he picked
up the poisoned cup with the pearl in it and made the wounded Claudius
drink from the poisoned wine which Gertrude left in the cup. Claudius
died.
Just before Laertes died, he told Hamlet that he himself got what
he deserved. He forgave Hamlet for his death and for Polonius' death,
and he asked Hamlet to forgive him. Hamlet did.
After Laertes died, Hamlet picked up the poisoned wine cup and drank
the last of the wine in a hurry. Horatio tried to take the cup away from
Hamlet, but he would not give it to Horatio.
As Hamlet lay near death, he heard the marching sounds of Prince
Fortinbras and his army marching back through Denmark on the way home
to Norway. Hamlet told Horatio to tell the Danish people what had hap-
pened. He told him that he was sorry that he would not live to learn
what happened to Rosencrantz and Guildenstern from the Danish ambassadors
who had just returned from England. He also said that Prince Fortinbras
was to be the new king of England. Then Hamlet died.
Horatio was greatly saddened by Hamlet's death. He looked at
Hamlet's body, and said,
Now [breaks] a noble heart. Good night, sweet prince.
And [may] flights of angels sing [you] to [your] restl
(Vii. 385-386.)
Fortinbras and the English ambassadors entered the room. Horatio
told Fortinbras about all that had happened. Then Fortinbras said that
he had a right to some of Denmark's land. Horatio told him that Hamlet
said that he shall be king of Denmark.
After the ambassadors from England reported that Rosencrantz and
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Guildenstern were dead, Fortinbras said.
Let four captains [bring] Hamlet like a soldier
to the stage [for had he been made king, he would
have been a good one. Play the soldiers' music
and give him a soldier's burial.] Take up the
bodies. Such a sight as this [should be seen only
on the battlefield. Much is wrong here.] Go,
[tell the soldiers to give the gua salute.]
(V.ii.ll. 427-435.)
Then the play ended. Fortinbras was the last person to speak.
CHAPTER IV
THE HAMLET LEARNING PLAN DEVELOPMENT
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Regardless of how effective a teacher-adaptation of a particular
work of classical literature might be, the strategy of using the adapta-
tion is not complete until the teacher has developed a companion learning
plan to motivate and enhance the creative, cognitive and affective growth
of students. The Hamlet adaptation of Chapter III, therefore, is comple-
mented in this chapter with a student learning plan that presents various
opportunities for culturally different students to study the more diffi-
cult original
.
The format for the learning plan need not be standardized. Rather,
it should be devised so as to afford the best opportunities for students
to demonstrate the cognitive and behavioral skills teachers wish to im-
prove.
For clarity of purpose and ease of identification, the developer of
i
the Hamlet model sectionalized the activities of the learning plan to
coincide with the act and scene divisions of the drama. Teachers using
this model, or any model for that matter, should feel free to adapt the
format to suit their individual teaching circumstances.
Certain definitive components are basic to the development of
effective learning plans for culturally different students. Each plan
should include a title page, an introduction to the students, performance
objectives, performance activities, resource materials, and evaluative
tools to assess student attainment of preconceived goals. The resource-
ful teacher should add various other modular components in accordance
i
with the creative and chronological needs of the learning plan.
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The first page of the plan should be the title page. It may also
supply the name of the English teacher and additional pertinent informa-
tion. Of major importance is the wording of the title. "Making Hamlet
Work for You" shows action and invites student identification. A less
appropriate title would be "Making Hamlet Work for Culturally Different
Students." That would show insensitivity to students' feelings. Because
a learning plan is a resource guide for the students and not a mere lesson
plan for the teacher, it is vitally important that the students see it as
the beginning of an interesting learning experience.
The introduction, which, in all cases, should be addressed to the
students, should explain the reasons in toto for the development of the
plan. It should give the purpose, the general content, definitions of
terms used, the general nature of competencies and skills to be learned,
and enough salutary information to dispel any negative student attitudes
toward the plan. It should not be seen by students as just another test-
ing device.
The Hamlet model is designed to be used by a single English teacher,
or teacher and paraprofessional aides, or a teacher and regular English
class students during study hall periods. The introduction should tell
students under which circumstances they will be using the plan.
The performance objectives, performance activities, and evaluative
procedures need not be specified in the introduction. However, a general
statement of fact that these items form an integral part of the plan must
be made known to the students. If the teacher is to b.e effective,
he or
she must understand the process of making performance
objectives that can
be readily understood by culturally different students. A
first step is
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understanding the composition and nature of performance objectives.
By definition, a performance objective clearly describes for stu-
dents. the intended outcome of a given lesson activity. It clearly des-
cribes activities students must undertake. If a written objective helps
students to perform as intended, it can be considered clear and satisfac-
tory. A performance objective may be v/ritten as a single statement or as
-several statements.
As in writing teacher-oriented objectives, the present infinitive
verb form makes up a vital part of the phraseology of performance objec-
tives. However, some discussion is needed about the use of infinitives.
Some are affective and open to different interpretations. Others are
more concrete and express more definitely the particular learning behavior
that the teacher wished to elicit.
Such infinitives as "to know," "to appreciate," "to understand,"
"to believe," and "to grasp" are more subjective than objective. More
concrete infinitives are "to identify," "to list," "to write," and "to
construct." They are more meaningful to students, more functional and
more readily measured by teachers.
Terminal objectives should be written when the teacher is ready to
evaluate students at the end of a performance activity. Such objectives
may approximate the original performance objectives of an activity, or
they may include further instructions to the students. Thus, a time limit
might be written into objectives, and limitations might be included by the
use of such introductory phrases as "Given a list of" or "Without the use
»
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of references." 51 The writing of effective performance and terminal ob-
jectives form an integral part of the Hamlet learning plan of this disser-
tation.
One presupposes that the teacher who uses the Hamlet adaptation and
the learning plan of this dissertation will first introduce the students
to a general background of the Elizabethan Period, William Shakespeare,
and Elizabethan drama, particularly as it pertains to Hamlet and to the
period in which Hamlet was written. This introduction can be done very
easily and pleasurably by the use of short films, slides, bulletin board
displays, and talks by the teacher.
A major point of significance is that the students should not be
asked to take notes on the background presentation. Rather, they should
be told simply to observe and record mentally for the question and answer
session to follow. During that session, the teacher should "lead" the
students into discussions concerning those points of view that the teacher
knows to be pertinent to the subject matter. For example, after having
shown films of Shakespeare's England and of Hamlet , the teacher might ask
such questions as:
1. What did you learn about Shakespeare's birth, family life,
and death?
Z. What did you notice about the native dress of the people of
Shakespeare's time?
3. How did the Globe Theater differ from a theater of today?
4. What was. Hamlet's problem?
^Robert F. Mager, Pn^n_nq I nstructional Objectives • (Belmont,
California: Fearon Publishers, 1962) , pp. 2-24.
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5. How did Hamlet and his mother get along?
6. Was Polonius a "good" or "bad" father to Laertes and Ophelia?
7.
- How well did you understand the language of the play?
After the discussion session, the teacher should duplicate and give each
student the pertinent information for subjective study in a single group
or in small group sessions.
In this manner the students will have enough specific data in hand
to begin reading a selection of classical literature intelligently.
Factual information such as Shakespeare's date of birth and death, his
native land, the Globe Theater, and the plot of Hamlet can be learned by
the students' discussion of literary criticism and historical significance.
Classical works, however, can be enjoyed and appreciated by students, in-
cluding the culturally different, without exposure to literary criticism
and historical significance.
Since drama was originally intended to be heard rather than seen, it
is important that the Hamlet adaptation should be read aloud. Students
should be assigned parts, and they should do all of the reading. Teachers
who read to culturally different low achievers often inadvertently appear
to compete with their students, thereby impeding the growing of oral and
reading skills. Students are well aware that the teacher knows how to
read. The teacher intervenes only to demonstrate pause, pitch, voice
inflection, pronunciation and the like, as the students require help.
The adaptation should be read with the class as a unit. The teacher
should discuss the length and nature of the dialogue of each character in
a given scene or act. Students can then choose long or short parts and
character portrayals in accordance with their interests. Students should
no
then be asked to read aloud the dialogue of their choice. However, once
the teacher becomes cognizant of the reading ability of each student, he
or she can assign parts consistent with the reading ability of each stu-
dent. Students may exchange reading parts from day to day or during a
single reading session.
If the teacher has the help of student aides or paraprofessional s
,
she can place them strategically throughout the classroom, ready to
remediate student difficulties. Also, since each student will own a copy
of the adaptation of Hamlet
,
he should be instructed to underline words
difficult to spell and/or comprehend.
Depending on the attention span of students, one teacher might work
with the adaptation over a five-day period. Another teacher might use it
entirely in only three days. The reading of classical literature can and
should be an enjoyable experience, and no teacher should overburden or
underestimate her students. Also, a teacher may wish to teach each act as
a unit. In any case, all teachers should introduce the students to the
performance activities of the plan which complement the specific acts of
the adaptation.
As previously mentioned, "An Introduction to the Students" should
always be an integral part of a student learning plan. It sets the tone
and the general procedure of study. The teacher should allow different
students, to take turns in reading the "Introduction." Also, the teacher
should feel free to discuss, explain, or elaborate upon points of view
that will enhance student understanding. The Hamlet Introduction which
follows exemplifies an effective introduction for learning plans for low
,
/
achieving students.
Ill
-After the "Introduction," the plan should include a spelling pro-
cedure of the names of the main characters of a literary work and a
schematic design showing the relationships of the characters to one
another. The Hamlet model illustrates this. It also shows how students,
working with performance objectives, can learn to spell names of difficulty
with ease and how relationships of characters can be quickly learned.
Generally, low achievers are not taught to spell names they find
difficult. Neither are they taught figurative language, such as similes
and metaphors; nor are they taught to recognize or memorize famous passages
nor to enrich their vocabularies. The Hamlet learning plan includes those
learning areas that will help low achievers to take and to pass regular
teacher-made and standardized tests. All teaching models for low achiev-
ers should do the same.
Introduction
Today, we will begin a study of Hamlet
. Young Hamlet was a prince who
lived in Denmark. His father was the king of Denmark. One day Hamlet's
uncle killed Hamlet's father. Then Hamlet's uncle married Hamlet's mother,
and the uncle became king of Denmark.
Hamlet was very unhappy that his uncle was his king, uncle, and step-
father. This story tells what happened when a man killed his brother and
married his brother's wife. The story also tells what the son did about
the problem.
Life is full of many problems. The play Hamlet has many of the
problems of life in it. We will read the play so that the class can
discuss and write intelligently ahout some of the problems which people
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sometimes face. Hamlet is an excellent story to show us some of the
things that we should and should not do as grown men and women.
Hamlet will be read in class. Each of you will have the text and
the adaptation. We will read from the adaptation, but you may use the
text whenever you feel the need to do so. When we finish reading Hamlet,
we will then perform certain assignments from your learning plan.
There are two words in the plan that you should know. They are
"performance objectives" and "terminal objectives." Both of these words
will be explained as you work through your assignments and drills.
Assignments are to be worked through in class in student groups
mainly, but if some of you wish to work alone, you may do so. The assign-
ments are not tests. They simply prepare you for tests which will be
given later. No tests will be given until all assignment skills for a
particular test will have been studied by all students. Each test will
cover only the subject matter studied in the assignments and drills.
Many strategies can be used to determine knowledge of the relation-
ships of characters in a literary selection. Using Hamlet as exemplar,
all of the major names can be typed on individual slips of paper and put
into a hat or container. Students can then draw one name each and state
the importance of that name in the plan and the relationship to other char-
acters. If "Horatio" is drawn, the student might say, "Hamlet's friend."
Alternatively, descriptive or suggestive words or phrases such as "uncle,"
"spies for the king," "mother" and "King of Norway" can be placed in a
container. Students then match characters to the words and phrases, that
is, "uncle" to "Claudius" or "Hamlet's uncle," and the like. This investi-
l
gator has had considerable success with students using the above techniques
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:: SPELLING AND PRONUNCIATION OF THE NAMES OF THE MAIN
-PERSONS AND PLACES IN THE PLAY
NOTE: This is a spelling and pronunciation drill. This is not a test.
Performance Objectives of This Drill
1. You must be able to write--without notes--the correct
spelling of the 21 words on the left side of this page.
2. You must be able to pronounce correctly the 21 words on
this page.
SPELLING PRONUNCIATION
1. CLAUDIUS 1 . KLAUD-e-us
2. HAMLET 2. HAM-1 et
3. GERTRUDE 3. GER-trud
4. POLONIUS 4. Po-LO-ne-us
5. LAERTES 5. Lay-AIR-tees
6. OPHELIA 6. O-Fee-le-ah
7. HORATIO 7. Ho-RAY-she-o
8. VOLTEMAND 8. VOLE-te-marnd
9. CORNELIUS 9. Kor-NEEL-e-us
10. ROSENCRANTZ 10. RO-zen-KRANTS
11. GUILDENSTERN 11. GIL-den-STERN
12. MARCELLUS 12. Mar-SELL-us
13. BERNARDO 13. Burr-NAR-doe
14. FRANCISCO 14. Fran-SIS- koe
15. OSRIC 15. OZ-rick
f 1£. FOR-tin.-BRAH (FOR-tirr BROZ)16. FORTINBRAS
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17. REYNALDO 17. Ray-NAL-doe
18. ELSINORE 18. EL-se-Nor
19. WITTENBERG 19. WIT-ten-BERG
20. DENMARK roo DEN-mark
21. NORWAY 21. NOR-way (Nor-WE-je-an
,
adj.)
How to Pronounce the Words
1. First, determine the number of parts or syllables to each word.
2. Say the CAPITALIZED syllable or syllables much louder than you
say syllables that are not capitalized.
3.
Practice slowly at first; then practice until you can say each
word smoothly.
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A schematic design, similar to the one that follows, can be drawn
with only such words as "son," "daughter," "soldiers," "mother" included.
The students can then be asked to write in the names of the characters
who correspond to the relationship designations on the schematic design.
In these ways, the students learn quite readily.
A word of caution about the use of a schematic design to show
relationships. The design should be used at first only as a reference
until all students have read the selection. Then, a relationship exercise
can be developed for learning purposes.
A "Who Said This? exercise need not be monotonous. It can be as
variant and as creative as the minds of the teacher, students and class-
room aides allow. Unless one deems it beneficial, teachers need not con-
duct it for an entire class period, particularly if the attention spans
are short. Irrespective of the amount of time allotted, the teacher should
set a termination date, followed by testing and evaluation.
"Who Said This?" activities motivate students in three skills areas:
concentration, with reference to specific circumstances; spelling, with
reference to the names of the characters in the play; and writing, with
reference to each student's efforts to explain his viewpoints in complete
sentences. When making assignments and developing evaluative criteria,
teachers of culturally different students should be aware of the learning
skills, to be performed by the students. If the language of the performance
objectives is well chosen, students will perform activities in ways expected
by the teacher.
If some students do not test well on this assignment, they should not
be forced to begin a new activity in order to 'keep up with the class.
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HOW THE PERSONS RELATE IN HAMLET
(King of Denmark)
(Brother to Hamlet's Father)
CLAUDIUS (Uncle to Hamlet)
HAMLET (Son)
GERTRUDE (Mother to Hamlet)
(Wife to Claudius)
(Queen of Denmark)
LAERTES (Son)
POLONIUS (Father)
OPHELIA (Daughter)
HORATIO (Friend to Hamlet)
ROSENCRANTZ (Friends to Hamlet)
GUILDENSTERN (Spies for Claudius)
MARCELLUS (Soldiers)
BERNARDO (Friends to Hamlet
FRANCISCO and Horatio)
FORTINBRAS (Prince of Norway)
(King of England
after Claudius)
»
,
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WHO SAID THIS?
NOTE: There are certain sayings or expressions from Hamlet which have
become well-known throughout the world. It is important that
you become familiar with these famous sayings. You do not have
to memorize the sayings.
Performance Objectives for This Assignment
1.
For each saying below, you must be able to write the name of
the speaker.
2.
For each saying below, you must be able to write one to two
sentences concerning that part of the play in which the words
were spoken.
The Purpose of This Assignment
1. To aid in developing student skill in associating specific
persons with specific speeches.
2. To aid in the enrichment of student conversations with
language gems of established writers.
Act I
1. "Frailty, thy name is woman!"
2. "Neither a borrower nor a lender be."
3. "This above all: to thine own self be true."
'4. "Something is rotten in the state of Denmark."
5.
"Leave her to heaven."
Act II
6. "Though this be madness, yet there is method in't."
7. "...for there is nothing either good or bad but
thinking makes it so."
8. "What's Hecuba to him, or he to Hecuba?"
9. "What a piece of work is a man!"
10. "The play's the thing.
Wherein I'll catch the conscience of the King."
11. "I am but mad north-north-west. When the wind is
southerly I know a hawk from a handsaw."
Act III
12. "To be or not to be, that is the question."
13. "The lady doth protest too much, I think."
14. "I must be cruel, on.ly to be kind."
Act V
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15.
16.
17.
18.
19.
20 .
"Alas, poor Yorick: I knew him, Horatio."
"Sweets to the sweet! Farewell."
"The cat will mew, and dog will have his day."
"There's a divinity that shapes our ends."
"...there's a special providence in the fall of
a sparrow."
"...Good night, sweet prince,
And flights of angels sing thee to thy rest!"
Suggested Ways for Learning This Activity
A. 1. Divide into groups of five or six students.
Each group chooses a group leader.
Decide to allow the group leader to read slowly each
famous saying.
On a sheet of paper numbered 1-20, write the name of
the person who said each saying.
Exchange papers to compare answers.
Correct all wrong answers.
Then allow the leader to read both the name of a person
and the famous saying.
Listen and then write one or two sentences to show that
you know in which situation the words were said. Example:
"Polonius said this when Laertes went back to Paris."
Repeat this procedure as many times as necessary.
Change the group as each group wishes.
Use the textbook when it is needed.
2 .
3.
4.
5.
6 .
7.
8 .
9,
10
11
B. Work as a class unit. Allow the teacher to be the group leader,
Foil ow the teacher's instructions.
* C. Allow those students who wish to work alone to do so.
D. Have a general class discussion with the teacher to decide what
methods of study will be exercised.
E. Suggest teacher-made transparencies of the sayings. Put the
transparencies on an overhead projector. Follow whatever teacher
or student leadership which has been decided upon.
!
119
CRITERION FOR "WHO SAID THIS?"
NOTE: You have been studying 20 famous sayings from Hamlet. Now is the
time to test how well you can carry out the terminal objectives
of your study.
Terminal Objectives For This Test
1. Given the list below, you must write with correct spelling the
name of the speaker of each saying. Write the name on the line
to the left of each saying.
2. From each of the Acts--I, II, III, and V--, choose two famous
- sayings of your choice. In the space provided under each of
your eight sayings, write one or more complete sentences to
explain the situation in which the saying was made.
Act I
1. "Leave her to heaven"
2. "Something is rotten in the state of Denmark."
3.
"This above all: to thine own self be true"
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4. "Neither a borrower nor a lender be."
5. "Frailty, thy name is woman!"
Act II
6. "Though this be madness, yet there is a method in it."
7. "...for there is nothing either good or bad but
thinking makes it so."
8. "What a piece of work is a man!"
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9.
"What's Hecuba to him, or he to Hecuba?"
10.
"The plays the thing.
Wherein I'll catch the conscience of the king.
11.
"I am but made north-north-west. When the wind is
southerly I know a hawk from a handsaw."
Act III
12. "I must be cruel, only to be kind."
13. "The lady doth protest too much, I think."
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14.
"To be or not to be, that is the question."
Act V
15.
"Alas, poor Yorick! I knew him, Horatio."
16.
"Sweets to the sweet! Farewell."
17.
"The cat will mew, and dog will have his day."
18.
"There's a divinity that shapes our ends."
.
4
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.19. "...there's a special providence in the fall of
a sparrow."
20. "....Good night, sweet prince.
And may flights of angels sing [you] to [your] rest."
i
I
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Rather, they should be grouped, assigned a classroom aide or parapro-
fessional, and worked with for a longer period of time. This should be
done without penalty. A better grade made on a subsequent test is the
one that should be entered in the teacher's grade register.
"Who Said This?" activities can be used in teaching any selection
of classical literature to culturally different students. It is an ex-
cellent way for the class to study in a unified way some of the more
difficult aspects of standard literature.
Choral Activity
Culturally different students take great pride in the formulation of
speech variations, voice intonation, voice inflection and diction and in
learning the subject matter of classical literature when speaking in
unison as a chorus. The choral technique, of course, can include every
member of a class. Those students who exhibit shyness, speech anomalies,
and psychological insecurity come alive in their responses as members of
a chorus. Moreover stutterers stop stuttering when speaking in unison
as part of a chorus.
Thus, English teachers using dramatic selections, poetry, short
speeches, and other recitations can be most effective in motivating non-
partici patory students into active class members. Choral activity, once
developed, can be part of the development of whatever models English
teachers might care to develop for culturally different students.
The choral procedure is an inestimable teaching strategy for those
English teachers who insist upon memorization of well-known passages from
*
classical literature.
Rather than individual rote memorization of famous soliloquies
such
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as the To be or not to he" or the. "What a piece of work ts man" passages,
the teacher will do better with the choral method. They are more readily
learned by culturally different students in choral togetherness.
The teacher who plans a choral activity among culturally different
high school students should always inform the students of the expected
terminal objectives. Students should oe told of their expected ability
to read in unison with clarity, good tone, and responsible group harmony.
If the selection is one that the teacher feels should not deviate from the
original, the teacher must take responsibility for the pronunciation,
timing, stress, grouping of words and emphasis. Once the students have
satisfactorily performed the selection, the teacher should turn over the
direction of the choral group to student leaders.
It may be that a teacher will feel negative about an unsuccessful
choral recitation of a well-known soliloquy such as the thirty-five line
"To be or not to be" passage. If this happens, the teacher should have
the students study an adapted prose version for purposes of comprehension.
Afterwards, a study of the original selection can be made to alleviate
vocabulary difficulties, pace, voice inflection, and general delivery of
difficult words and sound patterns.
Through choral activity, students will learn because learning becomes
even more interesting to culturally different students when they are allow-
ed to change poetry or dialogue, to arrange their own formation of light
and heavy voices, and to direct their own performances. When such latitude
Is given, they immediately gain the necessary emotional security to stand
up in front of others without, heing frightened, to react to others in a
i
t
serious, constructive manner, to gain a sense of importance, and to memorize
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and deliver without anxiety the most complicated selection of classical
literature. Thus, by the choral method, a teacher can virtually insure
the success of culturally different students in learning those classical
passages that are imposed as part of the culture that is essentially
foreign to them.
The Writing Laboratory
The English, teacher who cares must learn to be less traditional with
culturally different students. Assigning a 250-word theme from a list of
topics is a waste of time. So is the subjective marking of such papers.
Generally, little or no writing skills are learned this way.
An extremely effective strategy is that of the writing laboratory
wherein most or all assignments are done in the laboratory over two or
three-day periods, depending upon the amount of time allotted for writing
and on the length of the assignments. In this method, all assignments grow
out of a major reading assignment. Every selection read culminates in
‘writing and grammatical experiences. Grammar for the culturally different
low achiever should be taught mainly in accordance with errors found in
• ' " T *' ' 1 7>v-y,. .. . ' * —
class discussions and in papers written in tha laboratory. Unless specific
students show a particular need to take papers home, all papers begun in
the laboratory should be collected by the teacher at the end of each writ-
ing session and held until the next session.
The laboratory need not be a room set aside especially for writing.
The regular English classroom is sufficient, although certain days should
be set aside specifically for writing. Class periods may remain the same
i
on writing days, or, if scheduling permits, they may be extended to suit
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the needs of a particular class.
The laboratory, however, should he supplied with dictionaries,
reference books, writing paraphernalia, such as paper, pencils, pens and
erasers. An opaque projector for instantaneous correction of common
errors should be available. The teacher should move about the room and
be readily available as they write.
Teachers need not work alone. In most urban high schools, during
each class period, are large numbers of capable students in study halls.
Through some form of reward or merit, many of these students will work
five or six to a classroom in a paraprofessional stance to aid English
teachers in writing laboratories.
The suggestion of the Hamlet model is that low achievers should
write mainly in complete sentences and concentrate on the expository essay.
Objecti ve-type questions should seldom be used with culturally different
low achievers. Such questions afford no opportunity to enhance students'
cognitive and grammatical skills.
Meaningful assignment activities, when group-oriented, afford the
opportunity for each student to learn from others. Also, the students,
by developing skills with the regular grade-level subject matter, gain a
greater sense of confidence and self-concept, because they are able to
discuss, the same course material with their friends in regular grade-level
English classes. They become more confident in test taking, and result-
ingly their grades improve. Moreover, the teacher v/ho uses definitive
performance procedures such as those of the Hamlet model will always have
a majority class of interested students. They, too, understand full well
i
the necessity for having strong developmental skills in writing.
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• Writing Procedures
The Essay— Expository Writing
NOTE: The questions and statements in the writing assignments which
follow are from Hamlet
. The adaptation should be used for all
answers. However, if it suits your purpose, you may also use
the textbook.
Performance Activities for the Assignments in Acts I through IV
1. Students may work alone or in groups.
2. No more than two students within a single group
may work on the same question.
3. Each student must answer two questions of his choice
from those listed under each act. That makes ten
answers for five acts.
4. Use the adaptation, the textbook, encyclopedias, and
dictionaries when answering questions.
5. All answers must be written in complete sentences.
6. Indent to paragraph when questions call for para-
graphing.
7. Find the answers to all questions and statements in
the particular act specified.
ACT I
1. Using complete sentences only, write 150 words or more in three or
more paragraphs to discuss what Bernardo, Francisco, Marcellus and
Horatio said about ghosts.
2. In two complete sentences, tell why angry Hamlet did not harm his
mother when he went to her bedroom to argue with her.
3. Find the word "supernaturalism" in the encyclopedia.
a. Read the information about supernaturalism.
b. If working in a group, discuss the information among
yourselves.
c. Then write about 150 words or more about supernatural-
ism as seen in Act I of Hamlet .
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4. Look up the words "incest" and "incestuous" in a dictionary.
a. Study the definitions and write the dictionary
definitions in your notebook.
b. Write a paragraph of 50 words or more to show whether
or not your dictionary considers the marriage of
Claudius and Gertrude as incestuous.
5. Write two sentences or more to say why you think Claudius
and Gertrude did not want Hamlet to go back to school in
Wittenberg, Germany.
6. Before leaving for France, Laertes gave Ophelia some advice
about Hamlet.
a. Write this on the first line: "Some advice that
Laertes gave Ophelia about Hamlet is as follows":
b. Then on the next line, number and list in a complete
sentence whatever advice you wish to write.
c. On the next line, number and list in a complete
sentence the advice you wish to write.
7. Polonius gave Laertes some advice before he went back to France.
a. Write this on the first line: "This is some of the advice
that Polonius gave to Laertes."
b. Then number and 1 ist in a complete sentence on the next
line the first piece of advice which you wish to give.
c. Then do the same thing on the next four lines until you
have listed five pieces of advice.
ACT II
1. Polonius thought it best to tell Claudius and Gertrude about
Hamlet's secret love affair with Ophelia. Write three or more
paragraphs of 150 words or more explaining whether or not you
think it better for you to keep your love affair secret or to
tell your parents about it.
2. Was Fortinbras correct in wanting to take back land which his
father lost to Hamlet's father? Write two or more sentences
explaining your answer.
3. Read again into the adaptation. Then tell in three or more
sentences whether or not Claudius believed Polonius
1 theory
about Hamlet being "mad'^ifor Ophelia's love.
Explain in a paragraph what Polonius meant when he said, "Thouqh
this be madness, yet there is method in it."
Was Hamlet really "mad"? Write your answer in a short paragraph.
What effect did the traveling players or actors have on Hamlet
in Act II? Explain fully in no less than 100 words.
ACT III
In this act, Hamlet said what he thought about all women and
all marriages. Write two paragraphs on the topic.
a. In the first paragraph, write what Hamlet said about
women and marriage.
b. In the second paragraph, write your feelings about
women(men) and marriage. Also tell why you agree or
disagree with Hamlet.
In fifty words or more, write a paragraph explaining what
effect you think the pantomime or dumb show had on Claudius.
Write three or more sentences in a paragraph to say why Hamlet
did not kill Claudius when he was on his knees praying.
Was it evil or mean of Hamlet to kill Polonius? Write a paragraph
of 50 or more words to explain your answer.
Write two or more sentences to explain what Hamlet meant when he
told his mother, "I must be cruel, only to be kind."
Write as much as you wish about your feelings of Gertrude as a
mother. This answer may include your opinions as well as the
facts of Act III.
ACT IV
Rosencrantz and Guildenstern were friends of Hamlet.
a. In the first paragraph, explain what you think "friend-
ship" is. Do not use the dictionary.
b. In the second paragraph, explain whether or not Rosencrantz
and Guildenstern fit your definition of "friends of Hamlet."
Write a composition of 100 or more words telling how Hamlet
escaped from the Danish ship to England. Divide your composition
into paragraphs. »
3.
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In fifty words or more, write what you learned about Laertes'
temper.
4. What two plans did Claudius and Laertes have to kill Hamlet?
a. Write on the first line the following sentence:
"Claudius and Laertes had two plans to kill Hamlet
during the fencing match."
b. On the second line, list in a full sentence the
first plan.
c. On the third line, list in a full sentence the
second plan.
5. Write fully your understanding of how Ophelia died.
6. Did Claudius love Hamlet who was his nephew? In 100 words or
more, prove your answer by referring to incidents in Act IV.
Your personal opinions may also make up part of the answer.
ACT V
Note: Classroom tests and standard national tests are timed. This
assignment will last for 45 minutes only. Having reviewed
Act V yesterday, all students should be ready to complete
successfully this assignment. This is not a test, but it is
a means of preparing for a test of this nature on Hamlet.
Performance Activities For This Assignment
1 . Each student must work alone .
2. Each question or statement must be answered at the end
of 45 minutes.
3. Each student must choose only three of the six choices
to answer.
4. Each student must decide how much to write for each
answer.
>’/
5. Each student must decide how much time to allow for
each answer.
6. All answers must be written in complete sentences.
Purpose Of This Assignment t
.
i
1. To give students practice in writing wel 1 -organized
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' answers during a given time period.
2.
To give students practice in writing answers without
the use of textbooks, dictionaries and the like.
Also explain why Yorick meant so much
2. This act shows whether or not Hamlet loved Ophelia. Did
Hamlet really love her? Prove your answer by telling
,
what happened in Act V between Hamlet and Laertes.
3. In Act V, Hamlet finally killed his uncle. Was he correct
or incorrect in doing so? Give your opinion, and write
the reasons for your opinion.
4. Horatio was Hamlet's friend, and he was also a Dane. Why
did Hamlet tell Horatio that Fortinbras of Norway must
be king of Denmark instead of Horatio. Explain fully.
5. What did Hamlet think about death, about his dying in the
fight with Laertes? Use what Hamlet said about the sparrow
~~ to answer this question.
6. Hamlet killed Claudius in Act V. Was Hamlet's revenge the
correct thing to do, even though the ghost of King Hamlet
told Hamlet to get revenge? Give your opinion on this,
and give reasons for your opinion.
The Questions
1. Who was Yorick?
to Hamlet.
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Expository writing is baste to man in the management of his daily
activities. He is a note writer and an explainer of situations, people,
and things. Rather than description, narration, and argumentation, his
language, when writing generally, is mainly denotatively phrased in
paragraph form. The man on the street utilizes such writing; businesses
require such in everyday correspondence; and colleges and universities
demand essays to determine student writing ability for entrance. It is
incumbent therefore upon English teachers of culturally different students
to consider expository techniques in the Hamlet model.
Creative Writing
The teacher of classical literature to culturally different low
achievers often will discover students with a strong desire to write
poems, short stories, monologues, and such as an outgrowth of literature
studied in class. More numerous, however, are the students who balk at
the mere mention of a creative writing. A pragmatic technique for
initiating creative writing among culturally different students is the
writing to mood music. It is not a new teaching strategy, but one that
is used too seldom. The fact is that when teachers use music as back-
ground for a writing assignment, student participation is greatly increas-
ed.
Components for success with this technique are five: an announce-
ment that phrases and sentences about unrelated thoughts are acceptable
as well as complete poems and stories; that the class must be quiet; that
willing students will have their creations read in class; that the teacher
will participate; and that a class 'magazine will be developed to include
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the work of all participants.
....Teacher participation is of the utmost importance to the success of
mood music creativity. When students see their teacher perform and they
can comment on their teacher's work, it boosts their morale. They see
that the teacher is a doer as well as a talker. Teachers, however, should
not become competitive with students.
Background music should be instrumental music without lyrics. Since
an album has many recordings on each side, the musical tempo should be
consistent rather than changing in style. "Moon River," "Autumn Leaves,"
“A Summer Place," "Love Is a Many Splendored Thing" and "Days of Wine and
Roses," are all approximately similar in tempo and style.
Teachers will find that poems, short stories and other work produced
during musical writing sessions will be consistent in tone and tempo with
the music played. The more militant the music, the more militant the
poems, songs, stories, and monologues.
After succeeding with music as the introductory technique, the teacher
can suggest writing without music or writing at home as alternative ways to
complement the learning patterns of members of the class in creative writ-
ing.
Another strategy of particular value is the use of film slides. While
It is true that motion pictures and film slides are often shown in English
classes, too often they are used as pacifiers and time consumers rather
than as learning techniques.
The initial announcement should inform students that they can bring
to class any slides they would like shown to the class. More students
than most teachers will suspect own or have access to Kodak Instamatic
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cameras, and occasionally a camera enthusiast will be found in the class.
Teachers, too, should bring slides of persons, places, and things of
interest to students. Each student should take as much time as necessary
to describe and explain the significance of the slides he or she brought
to class; and the teacher should do the same for those she brought. There
can also be general class discussion. Next, all slides should be shown
again. This time the students should be asked to note in writing which
three slides presented topics to their liking. Of the three, one must be
chosen from among the teacher's slides. If the teacher is interested in
leading the students to a particular assignment, perhaps related to a
literary selection recently completed, she must present slides that will
lead in that direction.
If Hamlet were the literary selection recently studied, the teacher
might show and explain a slide of a father with his arm outstretched and
forefinger pointed at the face of his teen-age daughter. For this slide,
the teacher might make the following statement: "Explain in 100 words or
more how this slide relates to Polonius and Ophelia. Write complete
sentences, and back up your opinions by giving examples from the play."
The paragraphs would then be written under the laboratory conditions
already described. Study hall aides may or may not be in attendance.
Papers would be worked on day-by-day until completed. Of course, teachers
might see the necessity to modify, minimize or elaborate upon the basic
strategy of this motivational procedure. If enthusiastically initiated,
slides stimulate the writing activities of students in homogeneously
grouped English classes for culturally different students.
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Vocabulary Study
Culturally different low achievers in most high schools are frequently
not helped by some of the traditional methods of teaching vocabulary. One
such method is that of exposing students to 100 words per grade level or
4Q0 words from grades 9 through 12. The lists of words are usually stand-
ardized, with little relationship to class work. Students are generally
told to study the words in blocks of twenty-five. After some blackboard
practice, tests are given which most culturally different low achievers
fail.
The wheel strategy is more effective in building vocabulary. From
literature studied in class, students are asked to record words that are
foreign to their spoken or written language and which they find interesting.
Each word is then recorded on a blank wheel page, a form dittoed and kept
by the ream on an open shelf in the classroom.
The "Vocabulary Wheel" form has a center or hub with lines radiating
like spokes to the rim. Each student places across the hub a work of
interest to him or her. The word, therefore, has been encountered within
the context of classroom activity, instead of being introduced from out
of the blue. During vocabulary study, students will look up the words in
dictionaries to learn their meanings. On the lines radiating from the hub
word, students will write words or phrases from the dictionary, especially
synonyms already known and recognized. They then write other synonyms that
approximate the hub word. The major word should be written with the neces-
sary diacritical and stress marks to assure proper pronunciation and ac-
centuation.
,
Various types of discussions, drills, and visual aid presentations
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are made from wheel pages among students, the teacher, and classroom
aides until greater proficiency has been gained in the use of the major
words of all students. As they become more familiar, students and the
teacher should attempt to use the words during classroom interaction.
Also, each "Vocabulary Wheel" page allows space at the bottom for students
to write a sentence to show effective and skillful use of the major word
in written discourse.
The wheel strategy for teaching vocabulary is superior to memoriza-
tion of word lists. It allows students to associate synonymous words and
phrases from their own vocabulary, and it affords them the chance to learn
various shades of meaning. In this way, a student better recalls and
retains major words because of mental associations of familiar synonymous
referents. The wheel strategy encourages a sense of personal accomplish-
ment. It becomes part of a personal dictionary of words personally en-
countered. All wheel pages should be maintained in a springback loose
leaf binder.
The vocabulary wheel strategy was adopted some years ago by this
investigator when teaching high school English to low achievers at
Hoffman-Boston High School in Arlington, Virginia. Upon the realization
that new words were learned and retained more frequently when encountered
in the literature of the class, this investigator initiated the student
development of a small dictionary of words and meanings for each literary
piece studied. Although the students loved the idea of personal diction-
aries, the process caused the creation of too many dictionaries per
Student. Subsequently, a single dictionary per student for all selections
studied during the semester was developed, highlighting both the major or
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hub word and some of its synonymous definitions.
The "Vocabulary Wheel" is illustrated on the following Figure 3.
The major or hub word is from Hamlet and was spoken by Hamlet in ex-
plaining to Horatio how fortunate he was to have escaped from the ship
carrying him to England: "There is a divinity" who guides all of our
lives.
Figures of Speech
Figures of speech can be learned by culturally different low
achievers but because many high school teachers fail to realize it,
thousands of students in urban inner-city schools have never been intro-
duced to certain connotative facets of the English language. Figurative
language abounds in classical literature. Since Shakespeare's Hamlet is
representative of classical literature in this study, the Hamlet model
includes a component on the teaching of figures of speech.
Shakespeare's Hamlet contains many forms of connotative language--
similes, metaphors, epithets, plays on words, oxymorons, and many instan-
ces of personification. There are soliloquies, puns, the play within the
play, and all manner of dramatic actions. Attention should be called by
teachers to al
1
these literary forms, and teachers should teach them, at
least most of them. This investigator lists certain figures of speech
and develops an exemplary strategy and criterion for teaching them.
Simile
Hamlet; 1. Pale as his shirt, his knees knocking each other.
HT.i.1. 90.)
;
Adaptation: Hamlet was as pale as his shirt .
FIGURE
3
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Sentence:
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Hamlet: 2.
Adaptation:
Hamlet: 3.
Adaptation:
Hamlet: 4.
Adaptation
:
Metaphor
Hamlet: 1.
Adaptation
:
Hamlet: 2.
Adaptation
:
Hamlet and
Personification
Hamlet: 1
2
And with a look so piteous in purport
As if he had been loosed out of hell.
QTT.'ll. 91 -927]
Hamlet looked as if he had been through hell
.
And, with his other hand thus o'er his brow,
He falls to such a perusal of my face
As he would draw it.
arm. 101-102.)
And with his other hand on his forehead like a sunshade.
He began to look at my face
As if to memorize it.
In action how like an angel.
rn.T-i .1 . 320.
)
In action, man is 1 ike an angel
.
* Ti s an unweeded garden
That grows to seed.
(I.ii.ll. 141-142.)
The world is a neglected garden that grows only weeds .
The beauty of the world.
(Il.ii.l. 321.)
Man is the beauty of the world.
Adaptation: 3. Frailty, thy name is woman!
TTTii.l. 152.)
4. What apiece of work is man!
(Il.ii .1T1T97)
—
5. Denmark's a prison.
'(IT. i i777507)
.
The air bites shrewdly; it is very cold.
(I .iv.l . 1 •
)
. But look, the morn , in russet mantle clad,
Walks o'er' the dew of yon high eastern hill .
U7i.ll.' V8'l - IB^T7
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Hamlet and Adaptation: 3. 0, most wicked speed
,
to post
With such dexterity to incestuous sheets!
(Mi. 11 . 162-163.)
Hamlet: 4. When sorrows come
,
they come not single spies.
But in bat tiTl ions
!
(IV.v.ll . 80-81.)
Adaptation: When sorrows come
,
they come not one by one
But by the thousands.
Adaptation Only: 5. It was said that such secrets would make
Hamlet's flesh crawl with horror .
6. The poison acted quickly .
7 . Daylight was approaching .
8. The scene opens with old Polonius preparing to
send Reynaldo. . .to France.
9. My heart breaks for you.
10.
His mind had gone much farther than he thought.
Epithet
Hamlet: 1. Such was the very armor he had on
When he the ambitious Norway combated. (Fortinbras,
king of Norway)
(I.i.l. 73.)
2. I'll call thee Hamlet,
Kinq, father, royal Dane. (Hamlet, king of Denmark)
ri.iv.il. 143-149.)
3. Well said, old mo le! Canst work i' the earth
so fast? (King Hamlet) as a ghost
4. Her brother .. .wants not bu zzers to infect his ear
(people who gossip)
With pestilent speeches of his father's death
(IV.v.ll. 89-91.)
5. Good niqht, sweet prince. (Hamlet in death)
(VM7T7335.
)
Play on Words »
,
4
Hamlet: 1. And now remains
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That we find out the cause of this defect,
Or rather say, the cause of this defect,
For this effect defective comes by cause.
Thus it remains, and
-
:he remainder tnus.
(Il.ii.ll. 107-111.)
Hamlet and Adaptation: 2. I will be brief. Your noble son is mad.
Mad call I it; for, to define true
madness, What is it but to be nothing
else but mad?
(Il.ii.ll. 98-100.)
Oxymoron
Hamlet: 1. My lord, I think I saw him yesternight.
(I.ii.l. 199.)
2. The best actors in the world, either for . .
.
tragical
-
comical -historical -pastoral
(Il.ii.ll. 406-409.)
Soliloquy
Hamlet: Now I am alone.
0, what a rogue and peasant slave am II
Is it not monstrous that this player here,
But in a fiction, in a dream of passion,
Could force his soul so to his own conceit
That, from her working, all his visage wanned,
Tears in his eyes, distraction in's aspect,
A broken voice, and his whole function suiting
With forms to his conceit? And all for nothing!
For Hecuba!
What's Hecuba to him, or he to Hecuba,
That he should weep for her? What would he do.
Had he the motive and the -cue for passion
That I have? He would drown the stage with tears
And cleave the general ear with horrid speech;
Make mad the guilty and appal the free,
Confound the ignorant, and amaze indeed
The very faculties of eyes and ears.
Yet I,
A dull and muddy-mettled rascal, peak
Like John-a-dreanis, unpregnant of my cause,
And can say nothing! No, not for a king,
Upon whose property and most dear life
A damned defeat was made. Am I a coward?
Why, what an ass am I! This is most brave,
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That r, the son of a dear father murdered,
Prompted to my revenge by heaven and hell.
Must (like a whore) unpack my heart with words
And fall a-cursing like a very drab,
A scullion!
(II.it.il. 555-595.)
The teaching of culturally different low achievers requires maximum
planning by English teachers. The simile unit that follows requires
teachers not only to plan the unit but also to duplicate copies for each
student. Moreover, the Hamlet model is predicated on the notion that
-lesson units should be made for students rather than for teachers. Also,
the simile unit, as well as others in tie Hamlet model, can be taught more
effectively with the class arranged in study groups under the guidance of
the teacher and various classroom aides.
Learning the Simile
Note: When speaking or writing, people express themselves in many
ways. Sometimes people express themselves in such a way that what they
say is called a simile . There are many similes in Shakespeare's Hamlet .
Also, you use similes every day. To improve your speech and writing
habits, it is important that you learn to recognize and use the simile.
Notice how the spelling of SIMILE differs from the spelling of the word
smile.
What is a simile? A simile is a sentence in which one thing is said
to be like or as another thing.
1. The word like or the word as must be used to compare
the two things.
2. The two things must, not be alike, two birds of the same
kind, two chairs of the same kind, or two men with the
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same job as two American soldiers.
3. The two things must be unlike, as a boy and a table, a
bird and an umbrella, or a horse and a bicycle.
4. The two things compared must make sense or show a
!r""
relationship.
Performance Objectives For This Assignment
1. You must be able to spell simile correctly both when
speaking and when writing. Baware of the word smile.
.
.2.. After studying and discussing "What Is a Simile?" with
c
members of your group, you must be able to tell members
of your group and the teacher why each one of the fifteen
following sentences is a simile.
-—- 3. Then you must write ten complete sentences of your own
that are similes.
4. Students who might have difficulty writing similes
should follow this process:
a. First, write the word like or the phrase as... as
in the center of the page in this way:
1 ike
b. Then to the left of the word like, write the first
part of your sentence in this way:
He just stood there like
c. Then to the right of the word like, write the rest
of your sentence, and put a period at the end.
Include the word which you want to relate to the
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main word on the left side of the word like in this way:
He just stood there like a tin soldier.
d. Now write the sentence again, and check it in this way:
He just stood there like a tin soldier.
e. Also, the simile can be written this way:
Like a tin soldier, he just stood there.
Purpose Of This Assignment
1. To help develop in students a much richer manner of expression
in writing and speaking.
2. To help develop in students the ability to recognize set
patterns of connotative speech in the writing of others.
Examples of Similes (Some from Hamlet)
1. His hair stood on his head like an exploding firecracker.
2. "In action, [man] is like an angel."
3. Her head is as big as a balloon.
4. "These words like daggers enter in mine ears."
5. The girl was like a beautiful dream.
6. Mohammed Ali dances like a butterfly and stings like a bee.
7. Bruce Lee was as smooth as glass with his karate chops.
8. The fight between Mary and Susie was as uneven as a race
between a turtle and Secretariat.
9. "Why, now you speak like a good child and a true gentleman."
10. The boxer fought like a tiger.
11. He was as quiet as, a rat tiptoeing across a pile of
cotton.
"Let four captains bear Hamlet like a soldier to the stage.12.
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13. My heart sounds like a drum.
14. "Her clothes spread wide, and, mermaid-like, awhile they
bore her up."
15. Her clothes spread wide and help her up as if she were
a mermaid.
Criterion for the Simile
Note: You have been studying similes from Hamlet and from other
sources. Also, you have practiced writing your own similes. Now is the
time for me to determine how well you have learned to write and to recog-
nize the simile.
Terminal Objectives for This Test
1. On the lines provided beside each of the first five numbers,
write an original simile which you have not written in
practice assignments in class.
2. Numbers six through ten represent five sentences. Although
each sentence has either like or as in it, only two of the
sentences are similes.
a. You must write the word "True
1
' in the answer space
to the left of the two sentences which are similes.
b. You must not write in the answer spaces of the three
sentences which are not similes. Leave those spaces
blank.
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The Test
Part I.
1
.
_
2
.
_
3.
__
4.
Part II.
6. "By the mass, [the cloud is] like a camel indeed."
7. My cousins in New York like to ice skate and to hunt rabbits.
8. The song I like best is "Superstition" by Stevie Wonder.
9. John used to be as skinny as a railroad track.
10. This circus is not like the one we saw last year.
t
CHAPTER V
SUMMARY
, CONCLUSIONS, AND RECOMMENDATIONS
148
Far too many inner-city high school minority students, particularly
black and Spanish-speaking, are being homogeneously grouped as "low
achievers and taught from inferior subject matter in English classes
by many teachers who are reluctant to teach them grade-level classical
literature. Because they are seldom taught the regular grade-level
literature, such as Hamlet
,
Silas Marner
,
and "My Last Duchess," they
are denied the subject matter of standardized tests and college entrance
examinations. Culturally different low achievers therefore learn very
little of the subject matter taught in regular classes and consequently
cannot pass standardized tests or meet job placement requirements.
This study contends that low achievers can understand classical
literature if English teachers have propitious attitudes and utilize
effective teaching strategies. Thus, the purpose of this study is the
development of an academic model for teaching classical literature
effectively to low achieving students.
Justification for the development of this model is found in the
consideration of teacher attitudes in Chapters I and II, and also in the
literature reviewed in Chapter II. Relevant literature includes the
,
Fleischmann Report
,
the Coleman Report
,
and various books and publica-
tions by well-known educators and writers in the field of urban education.
The writers reviewed indicate that teacher attitudes of patronization,
traditionalism, and racism account for much of the academic lethargy and
failure of low achievers.
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The literature of the 196Q's was also reviewed to determine to
what extent the heavy influx of compensatory programs of that period
contributed in language arts to the teaching of grade-level literature
to the preparation of low achievers for college. The findings, for the
most pay t, wore that most compensatory language arts programs were for
reading remediation and did not aid low achievers with language arts
preparation for college.
Procedure
I developed the Hamlet adaptation and learning plan as an effective
teaching strategy for English teachers of culturally different low
achievers. Any standard grade-level work of literature can be similarly
adapted and used successfully by any teacher who adopts the Hamlet model
technique.
The model consists of two parts. The first is an adaptation of the
entire play in prose language understandable to low achievers who read
three years or less below grade level. The adaptation maintains the
division of the play into acts and scenes, and it maintains all famous
passages, either in the original language of Shakespeare, or in a combin-
ation of the original language and modern language to eliminate difficulty
of understanding.
A learning plan for students, not teachers, accompanies the Hamlet
adaptation to complete the "Hamlet model." The learning plan, a series
of various modules of study to be used with the adaptation, has been de-
veloped to show teachers the performance skills and activities to learn
the spelling, vocabulary, subject .matter comprehension, writing and
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memory skills, figurative language, and other facets of classical
literature that are not generally taught to low achievers. The Hamlet
adaptation and learning plan were developed to be used together, not
exclusive of each other.
The Hamlet model shows the adaptation to be an effective strategy
for teaching classical literature to low achievers. Even the most
difficult piece of literature can be adapted to the level of understanding
of many, possibly a majority of low achievers. However, the study points
out that the most effective teacher-made adaptations must include all
major facets of the original, and they should be written in prose in
language understandable to the particular group or class. This means that
English teachers of low achievers must know their students well enough in
order to write in a style understandable to the students.
Adaptations, such as the Hamlet model, not only help improve reading
skills, but they also help prepare for college entrance examinations and
for standardized tests. Since most standardized tests are concerned
mainly with topical facts, not literary criticism, English teachers, when
using the recommended strategy of adaptations, need not introduce low
achievers to comprehensive studies of literary criticism and considerations
of historical background. Concentration on the literary piece itself is of
greater learning value. The teacher who develops an adaptation must be
familiar enough with grade-level curricula to be certain that the assign-
ments of a developmental model stress the same content and is the same as
that studied in regular classes, because this content gives low achievers
the substantial academic background necessary for taking and passing
standardized tests.
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The Hamlet model is devised so that maximum student participation
is very much a part of it. Teachers who use the model are urged to find
ways to encourage students to read aloud in class and to work not only
alone but in groups. Low achievers attain satisfaction in learning from
one another. Group study, therefore, can be used to enhance reading
skills. Also, in most classes, more effective use of the Hamlet model
can be made with the help of paraprofessional s and/or student aides.
The implications therefore of this study are clear. It has propound-
ed the thesis that regular grade-level literature need not be obviated
from the curricula of culturally different low achievers, nor should
below-grade-level literature of supposed multiethnic relevancy be sub-
C
stituted for it. This study concludes chiefly that the use of inferior
reading materials discriminates against culturally different low achieving
students. The study also concludes that inferior materials prepare them
for nothing of any importance or consequence. Further, this study
supports the viewpoint that appropriate strategies in the use of grade-
level literature can improve the performance of many low achievers.
Strategies for doing so have been developed in the adaptation and learn-
ing plan of the Hamlet model and in numbers of complementary learning
techniques.
Recommendations
Based on the summary, conclusions and probable implications of
Chapters III and IV, the investigator makes the following recommendations
1. Recognizing that this study is mainly developmental, this
»
investigator urges' that- the Hamlet ' adaptation and learning
( •
152
plan he utilized in high, school English classes composed
of culturally different low achievers, and that the re-
sults be compared with results achieved in "control"
classes.
That school administrators of inner-city high schools
urge English teachers to use the Hamlet model and learn-
ing plan as an innovative way of involving students in
grade-level literature.
That the merits of the adaptation should be considered
by teacher-training programs of English teachers who
intend to teach in urban schools.
C
That wherever used, the adaptation and learning plan
address the same skills and goals as those in regular
grade-level classes.
That whenever the adaptation and learning plan succeed
in improving the reading abilities of students, English
teachers, guidance counselors, and other screening
personnel should re-evaluate those students to determine
whether or not they actually belong in a class for low
achievers.
That performance objectives that specifically state what
students must do to complete class assignments be used
by teachers of low achievers in the development of learn-
ing activities.
That objective tests should be used sparingly to evaluate
the learning skills of low achievers.
8 .-
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That all practice exercises and tests by low achievers
should be written in complete sentences.
9.
That wherever practical, a special room should be
designated as a writing laboratory that would remain
so throughout the school year.
10. That dictionary sets, audio-visual equipment, paper,
pencils arid all paraphernalia necessary to encourage
writing be provided in the laboratory.
11. That vocabularies be developed from class reading
material rather than from extraneous vocabulary lists.
12. That a minimum amount of homework be assigned to low
C
achievers.
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